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Introduction 


The entire philosophy behind this book is epitomised in the statement 
by Tina Bangs in Language and learning disorders of the pre-academic 
child (1968, Appleton-Century-Crofts) : 


Children make better use of their potential when learning is not left to 
chance. 


In other words this is a book written for the teacher who believes in 
systematic teaching : it attempts to provide practical advice throughout. 

Recognising the fact that remedial teachers arc still primarily con- 
cerned with the teaching of language arts to slow learners, main 
emphasis has been placed upon the evaluation and structured teach- 
ing of language skills including, of course, reading. Rather less has 
been provided on number and mathematics. Attention to important 
matters of organisation has been given in the final sections. 

This book does not set out to discuss in detail the aetiology of 
various forms of learning disability ; not because this isn't important, 
but because it has been done very thoroughly already by several 
authors, in particular Gulliford in Back rdness and Educational Failure 
(1969, N.F.E.R.) and Special Educational Needs ( 1971, Routledge) and 
Francis-Williams in Children with Specific Learning Difficulties (1970, 
Pergamon). 

The early sections of the book deal with diagno 
It should be pointed out that even the most sophisticated diagnostic 


and assessment. 


test cannot always prove conclusively the basic cause of a child's learn- 
ing problems. Rather than seeking some subtle specific cause while 
carrying out in-depth assessment of a child’s difficulties, it is more 
useful to consider the stages of development already reached by the 
child, the skills he has already mastered, and the implications from 
these for the next step in teaching that child. 

This book is aimed at teachers following initial, in-service, and 
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more advanced courses of training in special education. Teachers 


in initial training arc also advised to read at least one of the following 
books before working through this Handbook: 


BELL, P. Basic Teaching for Slow Learners (1970, Muller). 
Hucues, J. M. The Slow Learner in Your Class (1973, Nelson). 
WiLLtAMS, A. A. Basic Subjects for the Slow Learner (1970, Methuen). 


The author wishes to acknowledge with gratitude the help given 
by the following: Gerry Lucas, Mike Hughes, Joyce Nolan, and 
Kath Scrymgeour in the standardisation of the two arithmetic tests 
which appear in Chapter 6; Mr. E. Shearer, Senior Educational 
Psychologist for Cheshire for permission to reproduce the new norms 
for the Burt-Vernon Graded Word Reading Test in Appendix 2; 
and Miss I. Whitehall and Mrs. J. Nolan for permission to reproduce 
samples of work from adults/adolescents with problems of literacy. 


Peter Westwood. 
Stockport 1974. 


1. The early identification of learning 
difficulties: nursery and infant stages 


Those who are engaged in the education of slow learning children are 
becoming increasingly aware ofthe fact that such children's progress depends 
not mercly on the therapeutic measures when failure has been established 
but on the early detection and consequent preventive strategics.? 


Almost all of the children who will ultimately be destined for place- 
ment in schools or units for the mentally subnormal, the blind, the 
deaf and the physically handicapped will have been recognised 
during the pre-school period. The increasing use of ‘at risk’ registers, 
for example, has meant that such pupils can be followed up and 
the assessment of needs carried out and reviewed regularly. However, 
it is regrettable that it still remains fairly typical of the borderline 
educationally subnormal child, the slow learner, and the child with 
specific learning disabilities that they will need to show themselves as 
failures within the ordinary school setting before action is taken. 

The number involved is not small. We are faced with the prob- 
ability that at least 13%, to 16%, of pupils in ‘average’ infant schools 
require some form of special help for some part of their early primary 
schooling.!° !! ! [n some depressed areas, particularly the urban slums 
and over-spill estates where the child population is known to be 
‘educationally at risk’,!7 the figure 16%, is a gross underestimation 
of the extent of the need. Failure to provide adequate special help 
at primary level undoubtedly goes a long way towards explaining 
the fact that, at secondary school level, it is not at all uncommon 
to find more than 20%, of the pupils needing special educational help.* 

It is obvious that children with potential learning difficulties do 
need to be identified at the earliest possible moment, ideally before 
they have to experience prolonged periods of educational failure. 
Such early identification should fulfil a preventive function and thus 
minimise the need later for what is commonly known as ‘remedial 
education’. 

This line of thought has resulted in an increasing number of 
local education authorities introducing screening procedures to 
identify ‘at risk’ pupils at the infant level. It has also resulted in 
educational researchers giving some attention to the development 
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of suitable batteries of tests and assessment schedules to facilitate 
such screening. 

The identification of pupils with special needs will not necessarily 
result in their being removed from the normal school setting. It will 
always be appropriate and desirable for the majority of such children 
to remain in the ordinary school and receive additional help there. 
In some cases the child's needs can be met adequately within the 
ordinary classroom, perhaps by delaying his introduction to such 
‘formal’ skills as reading and writing while suitable training activities 
are provided to bring him as quickly as possible to a state of readiness 
for such teaching. Sometimes the special help will mean nothing 
more than a modification of usual teaching methods or materials in 
order to overcome or compensate for some particular weakness which 
the child exhibits. In other circumstances, it may be more useful to 
place the child in a special group for part or all of the day. One can 
then meet his needs most successfully by adapting the whole of the 
curriculum to deal with the special problems. Matters of organisation, 
methods, and materials are dealt with later in the book. 

Teachers in charge of nursery and infant classes should play a 
key role in the detection of children with special needs. There is 
evidence that their subjective assessments can be very accurate and 
perceptive.?5? An experienced teacher, acquainted with normal 
child development, is in an excellent position to observe deviations 
in individual cases. 

Teachers tend to rate children with learning difficulties as less 
mature, less ready for academic work, having poor attention span, 
being poor at art work, having poor motor control, poor social and 
emotional adjustment, poor speech and language, and being more 
impulsive in their behaviour. However, all these traits or symptoms 
do not necessarily occur together in an individual child; nor is it 
found that these weaknesses are entirely absent in children who make 
good progress in school.? It needs to be stressed that there is normally 
a wide range of performance and development levels in young 
children, and a teacher should not attach undue importance tO 
isolated areas of weakness, particularly where these do not appear 

to be impeding educational progress. It is when a number of these 
symptoms cluster together that the indications begin to gain weight 

Following a six-year study of infants with special needs, Webb 
concluded that identification of such children is perhaps casier 1n a; 
classroom situation where the regime is reasonably relaxed and in- 
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formal. ‘Under such circumstances it is possible for children to 
express their fears and needs more readily than if teachers are 
afraid of their own feelings, rigid in approach, and over-formal in 
teaching methods’ (p. 23).!5 She also stresses the importance of 
record keeping by the class teacher; not merely noting the reading 
book and page number a child may be on, or the particular aspect 
of number work being covered (although these are important), 
but commenting upon the child's attitudes to work, home back- 
ground, social adjustment, deviant behaviour, etc. Such recording, 
over a period of time, may present a consistent pattern which has 
been overlooked while dealing with isolated incidents weck by weck. 

Observation of behaviour needs to be reasonably objective. 
Teachers’ assessments, valuable as they are, inevitably tend to be 
subjective and generalised; they may identify the children in need 
but not produce specific information with direct implications for 
teaching and planned intervention. It is in this direction that 
teachers require most help. 

In general there is fair agreement concerning the relevant skills 
and behaviours to observe. Edwards? suggests that teachers of very 
young children watch for the following prognostic signs of possible 
learning difficulties: (i) child spends most of his/her time on tasks 
requiring minimal intellectual effort (e.g. pushing dolls pram, play- 
ing with sand); (ii) generally poor performance in most activities 
attempted; (iii) short span of attention; (iv) poor understanding of 
stories read to group; (v) difficulty in co-ordinating movements, 
poor at tasks requiring hand-eye co-ordination and spatial judgement 
(inset form-boards, filling in colours, cutting with scissors, building 
with bricks); (vi) difficulty in learning simple songs and following 
instructions; (vii) inability to remember where to find toys or 
apparatus in the room; (viii) very immature articulation; (ix) limited 
vocabulary; (x) hyperactivity ; (xi) withdrawal from interpersonal 
contacts; (xii) low threshold of frustration, over-aggressive, dis- 
ruptive; (xiii) in the case of the slow learner, la k of recognisable im- 
provement with the passage of time. (Edwards points out that 
children who arc culturally deprived pre-school but otherwise free 
from handicap do tend to show marked improvement.) 

Very similar summaries of important areas for observation of 
young children are provided by Francis-Williams* and Banks.! 

Some investigators have attempted to remove at least part of the 
subjective element in teacher observation through the use of specific 
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tests for which norms are available or for which rating scales can 
be employed.55!4?? Unfortunately, several of the tests which are 
frequently selected by the researcher are not available for general 
classroom use. One of the best known studies of this kind was that 
reported by de Hirsch and her colleagues in 1966.5 "They set out to 
find the best group of tests or assessments to usc with children in 
the age range five to six and a half years in order to identify the 
children most likely to experience difficulty in learning to rcad, 
write, and spell. Initially 37 sub-tests were used, plus information 
about the child's background and pre-school experience. Finally, a 
battery of ten tests was selected as providing the best set of 
predictors, and a scoring system was devised. The assessments remain- 
ing in de Hirsch's ‘predictive index’ covered: grasp of pencil, copying 
of shapes, auditory discrimination, verbal output, knowledge of 
‘category’ words, visual discrimination of word shapes, tendency to 
reverse shapes, and three tasks of immediate learning and recall using 
flashcards. Unfortunately, the index necessitates the use of the Visual- 
motor Gestalt test, Holst’s Reversal test, Wepman’s Auditory discrimination 
test, and a sub-test from Gate’s Reading readiness test: none of these are 
readily available to class teachers. 

More recently, Meyers, Ball, and Crutchfield! used the de Hirsch 
battery as a starting point for the development of their Kindergarten 
testing procedure, a particularly promising instrument when used with 
selected pupils who have first been identified by more subjective 
means. Their final schedule covers: (i) the copying of shapes; (ii) 
reproduction of the same shapes from memory ; (iii) drawing of the 
human figure; (iv) identification of parts of own body; (v) the 
imitation of movements made by examiner; (vi) hopping, skipping; 
walking a line, catching; (vii) bead stringing (with time limit): 
(viii) hand preference; (ix) auditory discrimination: (x) understand- 
ing of language patterns and vocabulary; (xi) a consideration O 
behaviour patterns (hyperactivity, distractibility, impulsivity, im- 
maturity, etc.). This kind of in-depth evaluation leads directly (o 
implications for teaching; and specific suggestions are contained In 
their handbook, which is recommended reading for teachers working 
with young handicapped children.!? 

. In this country the Swansea infant evaluation profiles’? use information 
from home background, medical history and adjustment to school, 
together with results from tests of vocabulary, visual perception, 
hand-eye co-ordination, basic number concepts and the ability © 
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carry out an immediate learning task using symbols. A scoring 
system is used and an ‘at risk’ score determined in individual cases. 

Jones? recommends the use ofa fairly simple developmental profile 
for the infant. This is to be completed by the teacher using a five-point 
rating scale for eleven aspects of development: (i) physical growth 
and development; (ii) motor control ; (iii) visuo-motor co-ordination; 
(iv) visual perception; (v) auditory perception; (vi) intelligence; 
(vii) language development; (viii) reading; (ix) number; (x) 
emotional development; (xi) social development. Obvious areas of 
weakness would then appear as low points on the profile and 
therefore demand attention. 

In America the First grade screening test devised by Pate and Webb 
represents one of the few attempts to confine the assessment pro- 
cedure to a paper-and-pencil type test capable of administration to 
groups. The assessments made within the test booklet cover drawing 
of human figure, copying of square and diamond, control of pencil, 
following oral instructions, understanding of vocabulary, compre- 
hension from pictures, short-term recall of picture material, percep- 
tion of self and parent figures. This test is available in Britain from 
Education Evaluation Enterprises, Bristol. 

Mention has already been made of the importance of socio- 
cultural disadvantage as an important predictor of possible learning 
difficulties. This probably remains the best single indicator of a 
possible need for special help in the early stages of schooling. 

Another important factor, but one not so readily identified, is the 
pre-school history of difficult pregnancy, difficult birth, or abnormal 
early developmental pattern. It should not be inferred that abnormal 
pregnancy, difficult or premature birth, and late attainment of the 
important pre-school developmental milestones of sitting, walking, 
feeding, and speech development, automatically predispose a child 
to learning difficulties at school. But abundant evidence exists to 
show that such conditions are not infrequently associated with later 
perceptual or behavioural disorders and learning problems. ?781? 
Knowledge of such early history could be useful as a first indicator, 
and yet it is rarely asked for from a parent when a child is first 
presented for school. 


The schedule which follows is designed to direct the attention of 
teachers to important facets of background, behaviour and skills 
which are relevant. Clearly the importance of each of the factors, 
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particularly in section B, is relative to the child's chronological age. 
It is necessary to repeat that only when a number of these adverse 
pointers occur together do the implications gain weight. 

The schedule may be reproduced without infringing copyright. 


Observation schedule 


PREDICTORS OF POSSIBLE LEARNING DIFFICULTIES 


A BACKGROUND INFORMATION 


l. Is the child from a culturally deprived/socially disadvantaged 

background? 

Does he/she come from a ‘pathological’ or ‘problem’ family? 

. Are the parents’ own educational standards very low? 

4. Are the parents’ levels of expectation for the child unreasonably 
high? 
5. Has the child any known handicaps or defects? 
6. Have brothers/sisters exhibited retardation and learning prob- 
lems? 

7. Did brothers/sisters have poor attendance records? 

8. Do the parents express any worries concerning some aspect of 
the child’s pre-school development? 

9. Was the child’s birth difficult? Were there complications? Was 
he/she very under-weight/premature? 

10. Did the child reach the developmental milestones of walking and 
talking at the normal times? (Walking unaided by 18 months. 
Talking intelligibly in simple terms by 2 years, and under- 
standing much of what is said to him/her in simple terms. 
Lack of intelligible speech by 21-3 ycars becomes significant.) 


wn 


B OBSERVATIONS OF BEHAVIOUR AND PERFORMANCE IN THE 
CLASSROOM 


I General behavioural characteristics 


1. Does he/she appear very babyish and immature in general? 

2. Has he/she adjusted to the normal routine of school life? 

3. Does he/she appear unhappy at school? Does he/she cry 
quently? 


fre- 
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Is the child abnormally aggressive and/or disruptive? 
Is the child unusually shy and withdrawn? 


j. Does he/she avoid tasks which require intellectual effort? 


Is he/she capable of concentrating upon one task for any length 
of time? 

Is the child highly distractible? Is he/she hyperactive? 

In work or play with others is he/she capable of awaiting his/her 
turn? 

During the course of the average day does he/she produce any 
recognisable work output? 


Language 


Does he/she appear to listen and respond to instructions from 
the teacher? 

Does he/she make much use of speech to communicate with 
adults or peers? 

Is his/her articulation very immature, his/her utterances un- 
intelligible, or his/her language structure very babyish? 

Does he/she listen when a story is read or told? 

Can he/she point to common objects named in a picture? 
abulary appear very restricted? 


Does his/her voc 


. Can he/she answer simple questions about himself/herself? 


Does he/she appear to have a possible hearing problem? 


Movement, perceptuo-motor skills and memory 


. Can he/she dress unaided? Put on shoes? Do up buttons? 


Is he/she consistent in choice of hand for carrying out manual 
tasks? 
Can he/she easily cross the ‘mid-line’ of the body in performing 


movements? 
Is he/she markedly clumsy? In P.E. lessons does he/she lack 


co-ordination, balance and rhythm? 


N : TES 1 asl? 
- Can he/she use scissors for simple cutting tasks? 
» Can he/she hold a drawing or writing instrument reasonably 


correctly ? 


n : »" |» 
- Can he/she colour in shapes with reasonable accuracy? 


Is his/her free drawing still at a scribble stage? 


- Can he/she produce a recognisable drawing of the human figure? 


(Beware of regarding this as a test of intelligence.) 
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Can he/she copy the following shapes with reasonable accuracy? 
Each figure is presented on a separate card 12 cm x 10 cm. 
Figures should reasonably fill the card and not be too small. 
The ages below each figure indicate the age by which most 
children can copy the shape correctly. 


O -U^ Bg 


3 years 4 years 5 years 5} years 6 yea 64/7 years 
y y y 3 y years 4/7) 


. Can he/she complete simple inset form-boards and simple jigsaw 


puzzles? 


- In copying figures or letters does he/she frequently produce a 


reversed form? 


. In sorting and matching activities does he/she frequently con- 


fuse ‘reversible’ shapes? 


- Does he/she know the names of the basic colours? 
- Can he/she learn and retain simple units of instruction for im- 


mediate recall (e.g. two words taught from flashcards) ? 


. Can he/she retain material taught from one day to the next? 
- Can he/she repeat in correct sequence the words within simple 


sentences said to him/her? (e.g. ‘It is raining today.’ ‘I like this 
big toy.’) 


- Can he/she repeat up to three numbers said to him/her? (e 


3-7-1.) 


Suggestions for further study 


(a) 


Use the schedule presented above for the observation of twe 
young children, one considered by the teacher to be ‘advanced 
and the other ‘retarded’ in development and progress. How 
many of the adverse pointers on the schedule are apparent in 
the ‘advanced? child also? What are your conclusions? : 
Consider the items in the schedule, and through discussion with 
other teachers determine which of the possible combinations ° 
factors might have maximum weight in predisposing a child to 
learning difficulties. " 
Record keeping is considered an important part of a teacher § 
duties. Design a cumulative record card or sheet which wou 
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be appropriate for systematic observation of a young child's all- 
round development. Remember, it should require the minimum 
of writing on the part of the teacher, but should convey the 
maximum amount of useful information. 
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2. The uses and abuses of standardised tests 
in the indentification of children with 
learning difficulties 


Basic teacher-training courses tend to pay scant attention to the uses of 
tests in the classroom, in spite of the fact that testing and assessment are 
essential ingredients of educational practice.'? 


It may be argued that the use of standardised* tests to identify 
children with learning difficulties in junior, middle, or upper schools 
is unnecessary since the evidence of the general failure of such 
children is only too obvious to all concerned, and is frequently 
accompanied by secondary behaviour and emotional problems. To 
some extent this is true. Teachers do know their children, and do 
recognise those who are experiencing difficulties. However, this very 
subjective observation does not allow a particular child to be com- 
pared with others of his age who are making normal progress in order 
to determine the extent of his backwardness. It says nothing of the 
child's general mental ability, nor does it enable teachers in some 
situations to compare a particular child's performance across a range 
of subjects or skills—to note intra-individual differences in attainment. 
For example, it is all too easy for an older child, taught in a 
subject-specialisation situation to be judged ‘dull’ by a teacher simply 
because he is weak in a particular subject, or his spelling is poor, his 
handwriting untidy or his reading below average; the bright child 
arly at risk in this situation. 


with specific learning problems is particul 
The judicious use of appropriate tests can be extremely valuable; and 
the results do provide information not otherwise available to the 
teacher. Some important points concerning interpretation and mis- 
interpretation of test results will be presented later in this section. 
The idea of educational screening is not new: and screening tests 
and surveys have become quite fashionable.! Sometimes these are 
carried out to assess, for example, the current national standards of 
reading. At other times (and more frequently), they are used to 
ascertain the size of the problem within a particular district or school, 


previously to large representative 
hich a child may be compared. 
nd reliable. 


* ; : " " 
A standardised test is one which has been applied p 
samples of children, thus providing norms against w 
Standardisation will have ensured that the test is valid a 
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and to detect the children most in need of special help and individual 
follow-up.! 1° 

Young!? states, "Testing is of little use unless it helps towards 
decision and action' (p. 12). This point cannot be over-stressed and 
is worth keeping in mind throughout the following scctions on attain- 
ment and diagnostic testing. 


Standardised attainment tests 


Attainment tests may be used to determine a child's present functional 
level in a particular subject (e.g. reading, spelling, mathematics). 
The test result enables the teacher to compare the child’s performance 
with that of other ‘typical’ children used in the standardisation 
sample. 

Attainment tests are designed either for group administration or 
for individual application. They tend to be of limited diagnostic value 
since this is not their purpose; but it is useful to study the nature ofa 
child’s errors revealed within his test performance, particularly in the 
areas of reading, spelling, and mathematics. The errors will give some 
indication of the precise point of failure, and will sometimes provide 
the first tentative insights into a child’s specific difficulties. 

The result from an attainment test may also give some indication 
of the most suitable teaching material and the correct level of 
difficulty at which to use it with the child. 

Results from attainment tests are expressed in different ways: 
usually as standardised scores, or in terms of percentiles, or as quotients, OY 
directly as attainment ages. 

Standardised scores. These are not the actual total marks (raw score) 
obtained on the test items, but are those marks related to a common 
scale. Most tests are designed to provide a scale yielding a standard 
score of 100 as the ‘mean’ or average for a specified age group. Just 
over two thirds of the age group will get scores within 15 points 
above or below this mean of 100, Standardised scores permit cont" 
parison to be made directly between test results based on the same 
scale for the same age group. 

Percentiles. Results expressed as percentiles allow a child’s perform- 
ance to be compared with other children in his age group, but only 
lead to such conclusions as, ‘He is better than 75°, of the age group > 
or ‘Only 25", of the age group would have scored higher than his 
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result’. Percentiles may be converted to standard scores by consulting 
an appropriate conversion table. 

For a full discussion covering standard scores and percentiles see 
Labon,* Jackson, or the N.F.E.R. booklet Tests for guidance and 
assessment.!? 

Quotients. A child's attainment age expressed as a percentage of 
his chronological age is referred to as a quotient, i.e., 

- Reading SEF 100s Reading Quotient. 
Chronological Age 

Altainment age. This indicates the typical performance of a child of 
a stated age; for instance, a child obtaining a spelling age of 6-5 years 
is performing at the level of an average six-and-a-half ycar-old 
regardless of his own age which may be well above this. Although 
the National Foundation for Educational Research (NFER) regards 
an attainment age as less meaningful than a standardised score, it 
is likely that a performance expressed as an age level will continue 
to convey more meaning to a teacher. The knowledge that a child 
is nine years old but reading at the level of an average six year-old 
is more likely to induce a teacher to take action than the same 
result expressed as a percentile or standardised score, both of which 
are frequently misunderstood and thought to imply some permanent 
characteristic of the child unlikely to be altered or improved. 


Group te sting 


Group testing for screening purposes within a class can be very 
useful, even though the results from such tests are likely to be less 
accurate than those obtained froma carefully administered individual 
test. The main advantage of group testing is that it is economical of 
time. If the immediate need is to obtain a rough indication of the 
spread of ability, and to discover those children requiring a more 
Searching individual assessment, it seems foolish in the extreme to 
Spend valuable time testing each child separately as a matter of 
routine. This routine has been known to occupy one teacher for 
three weeks in a large secondary school ! 

. In testing groups of children the following points need to be borne 
In mind: 

(i) Schonell ? recommended ‘friendly contact’, ‘an clement of 

humour’, and the use of ‘encouragement and praise’ in dealing with 
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testing situations. Good advice. There is no reason w hy children 
should not have enjoyed the experience if presented well. 

(ii) It is as well to have tried out the test with a small group, or 
even with one child, before using it with a large group. In this 
way any minor snags in procedure will be detected. 

(iii) Group testing of infants, or children with very limited ability 
and poor attention span, can be difficult. It is usually unwise to 
attempt this unless the teacher is also a skilled and experienced 
tester. 

(iv) Groups should not be too large for testing. preferably not 
above twenty, and less if the children arc young or of limited ability. 

(v) Children must be scated in such a way that copying from a 
neighbour is impossible. 

(vi) It is essential that the teacher follow exactly the instructions 
set out for the administration of the test. This applics particularly to 
the exact wording of directions given to the children and, where 
appropriate, to the observing of stated time limits. There is a marked 
tendency for class teachers to want the children to do well and, almost 
unconsciously, to give more help than they should. Sometimes à 
tendency to be unduly lenient in the marking also stems from the 
same motive; and the leniency appears to favour the pupils already 
subjectively regarded as ‘good’ by the teacher. This is not to suggest 
that the teacher should not be on the look out for a child who does 
perform atypically in a group testing situation. In cases of doubt an 
individual test should be given. 

(vii) Tests should at all times be given on the correct answer 
sheets or booklets. To reproduce a test on a spirit or ink duplicator 
usually results in type ofa different size or inferior form of illustration. 
To reproduce by photocopying almost always infringes copyright. 

(viii) The giving of a group test to children outside the age range 
for which it was designed is of little value. The extrapolation of 
scores beyond the figures given in tables of norms can be extremely 
inaccurate. (The only possible exception to this rule is when a grouP 
test is given mainly to obtain diagnostic information rather than yicld 
an attainment age for children in the group.) 

(ix) Probably the most serious abuse of test results comes from à 
gross misunderstanding of what the actual figures reveal about the 
child's performance, his needs and his potential. For example, 
teachers are frequently very concerned when the results from one 
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reading test do not match up identically with results from another 
reading test given soon afterwards. It is necessary to recognise that 
in many cases different tests yield somewhat different equivalent 
ages. This is to be expected; reading tests have been standardised 
at different times on different samples of children, and norms do 
alter with time. Also, one test may be sampling reading skill in a 
rather different way from another; one may use isolated word lists 
while another uses a meaningful prose passage or sentence com- 
pletion items. A child may be quite skilled ‘guessing within the 
context’ of a story or sentence but may be poor at tackling an 
unfamiliar word in isolation. One test may slightly favour the child 
who has developed some phonic skill at the expense of the child 
who lacks this experience. 

Teachers also attach too much importance to reading ages in the 
early stages of reading development. This point will be developed in 
the section on diagnosis, but it is important to realise here that a 
reading age of anything below five and a half to six years has little 
meaning. With reading ages above this one should be more con- 
; which are present or absent than 


cerned with the underlying skil 
with the global description ‘reading age 7:4 years’. . 

In particular, onc needs to exercise caution in comparing a child's 
reading age with his spelling age, or his reading comprehension 
age with his reading accuracy age, and deciding that onc is sig- 
nificantly lower than the other. If the difference is no more than a 
few points it is just as likely to have occurred as the result of 
errors of measurement or through comparing norms from quite 
different populations. Comparing performance levels across a variety 
of tests is a useful exercise; but only really marked discrepancies. 
between levels should be regarded as probably reflecting an area of 
specific weakne 

Misintepretation of test results applies particu i 
intelligence or mental ability. This point is made explicit below. $ 

(x) Finally, in selecting a test for a particular group it is useful if 
the ages of the children fall somewhere around the middle range of 
the test. Most tests tend to be rather inaccurate at their upper and 
lower limits, and the choice of an inappropriate test can result in 
many of the children scoring at or near the ceiling of the te ems, 
or, at the other extreme, failing to score at all on a test which begins 
at a level which is already too difficult for them. 


larly to measures of 
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Testing intelligence or mental ability 


Teachers using tests which purport to measure intelligence should 
consider the following points: 


(i) The notion that what is measured by a simple intelligence 
test is some innately determined and quite unchangeable character- 
istic of the child is no longer tenable.** What is measured by an 
intelligence test is merely the child’s present functional level in the 
particular tasks contained in that test; his ability to process that 
type of information; a tiny sample of intelligent behaviour. It is at 
best a coarse assessment. The functional level of a child’s intelligence 
may certainly be influenced by outside intervention. 

(ii) Some measures of intelligence (those which assess verbal rather 
than non-verbal abilities) are likely to be better predictors of school 
potential.'* The ability to deal with, or process, language remains the 
most important ability to possess in school situations. 

(iii) The problem of testing the intelligence of children who are 
very backward in reading (or are non-readers) very frequently leads 
a teacher to administer a non-verbal reasoning test (for example, 
picture tests involving a minimum of verbal instruction). Single 
measures of non-verbal intelligence may be very misleading if taken 
as indicative of a child’s general mental ability. Many very back- 
ward readers are average or above average in non-verbal or 
performance tasks. Comparisons made between, for example, reading 
age from a standardised reading test and mental age from a non- 
verbal intelligence test are virtually meaningless. 

Suitable tests for assessing verbal abilities in children are presented 
later in this section. 

While the matter of remedial help being all about ‘getting a child's 
reading and number ages in line with his mental age’ is quite 
rightly being seriously challenged! 5* !?—and as Phillips? points out, 
‘_,. the value of intelligence tests as predictors of response to remedial 
teaching of the basic education skills is negligible’ (p. 12)—it. 8 
still generally agreed that some measure of a child's ger 
tellectual abilities is worth obtaining. To some extent it is onc O © 
factors which will determine the nature of the special help a chil 
will receive, either Adaptive education, with almost all aspects of the 
curriculum made ‘special’ to meet his needs, Compensatory education 
designed to overcome various environmentally created deficiencies 
in the child's development, or Remedial education planned to help the 


neral in- 


f the 
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child with particular learning difficulties within certain skill areas. 
Yet another sub-division is, of course, Therapeutic education designed 
to alleviate some of the emotional and behavioural problems associ- 
ated with educational failure. These four sub-divisions of Special 
education should all be available within the ordinary school setting; 
and in many cases children with learning difficulties will require a 
combination of the separate forms of special help. For example, the 
highly intelligent child with specific learning problems will need 
medial education plus therapeutic help. If he also comes from a 
very poor home background part of his programme is likely to be 
compensatory. Adaptive education is usually required for the child 
of limited intellectual abilities, and, in many cases, will be combined 


with compensatory education. 

In the past the ugly question has been asked, ‘Which of the failing 
children in this school shall we select for special help?’ And the 
answer is still given in some areas, “Those who will make most 
rapid progres: s indicated by their intelligence level and attitude to 
work’. The procedure of selecting pupils for special help by com- 
paring attainmentage in reading with mental age from an intelligence 
test has been reviewed critically by Lytton.* Sometimes this relation- 
achievement quotient and those 


ship has been expressed as an 
children selected who had achievement quotients below a certain 
figure. A more complicated procedure for assessing educational re- 
tardation using multiple regression equations has been outlined by 
Savage.!! In all procedures using statistical or quasi-statistical 
methods to select some children and reject others there is an under- 
lying assumption that we are not really going to meet individual 
needs in all cases. The philosophy behind this book is that any child 


who is experiencing learning difficulties should receive special help. 


Tests recommended for group screening or assessment 


(See Appendix for publishers’/suppliers’ addresses) 


l. The non-reader s intelligence test D. Young (University of London 


Press) 

One of the few tests which involves ve i : 
pretation of verbal instructions but does not require reading 
ability. The test is untimed and is orally adminis cred. The 
sub-tests are enjoyed by most children if presented as ‘puzzles’. 


rbal reasoning and inter- 
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The material can be used with children who can read, in which 
case it is advisable to cut the title of the test from the answer 
sheets before distribution. 
Age range 6 years 7 months to 8 years 11 months for full range of 
intelligence. Also suitable for slow learning children up to 13 years 
11 months. 
Coefficient of reliability: -95*. 
Order Manual, marking template, and answer sheets. 

9. The oral verbal intelligence test D. Young (University of London 
Press) 
A more difficult version of the test described above. 
Age range 7 years 6 months to 10 years 11 months for full range of 
intelligence. Also suitable for slow learners up to age 14 years 
11 months. 
Order Manual, marking template, and answer sheets. 

3. The English picture vocabulary tests M. Brimer and L. Dunn (Edu- 
cational Evaluation Enterprises) 
These tests assess receptive or listening vocabulary of the children. 
They do not require a spoken response, the child merely marks 
the appropriate picture to denote a word spoken by the exam- 
iner. 
The English picture vocabulary tests (EPV T) have been found useful 
for detecting slow learning juniors, particularly those whose 
difficulties stem mainly from a very restricted experience of 
language. Tests 1 and Pre-school can only be administered to 
individual children, but Test 2 and Test 3 are designed for group 
administration. 


Age range Pre-school 3 years to 4 years 11 months. 


Test | 5 years to 8 years 11 months. 
Test 2 7 years to 11 years 11 months. 
Test 3 11 years to 18 years. 


Coefficient of reliability: between -88 and -96 according to test 
used. 


Order Manual, test booklet, marking template for group versions. 


d consistent 


Reliability of a test: This refers to a test's inbuilt capacity to yiel 
j : e are 


results when it is repeated. Tests with reliability coefficients of -85 or abov 
very acceptable. below -60 not very reliable measures. 
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READING ATTAINMENT TESTS 


One of the following group tests will provide a useful measure of 
reading ability: | 


I; 


- NFER reading test AD (Formerly Sentence reading test 1) 


: NFER reading test A (Formerly Primary reading test 1) 


The group reading test D. Young (University of London Press) 

A group reading test which begins at a very simple picture-to- 
word matching level, then progresses to sentence completion 
items. The first section takes + minutes to administer, and the 
second section 9 minutes. Two parallel forms of the test (A and 
B) are available to permit class testing (half the group using 
form A, the remainder form B), or for retest purposes. A table in 
the manual provides equivalent reading ages on the Schonell, 
Burt, Neale, NFER Sentence, and Southgate test 1. 

Age range 6 years 6 months to 8 years 11 months for full range of 
ability. Also suitable for slow learners up to 12 years 11 months. 
Actual reading ages covered by the test 6 years to 10 years. 
Coefficient of reliability : -94. 

Order Manual, test sheets, marking template. 

The graded test of reading experience, Test 12 J. C. Daniels and 
H. Diack (Chatto & Windus) 

This is a sentence completion test which provides a useful group 
screening test for upper juniors/lower secondaries. It is best to 
avoid giving it to very poor readers since they will scarcely make 
a start on the items: it would be better to use Young’s test 
described above for such children. This test may be reproduced 
without infringing copyright. 

Age range Suitable for administration to any child whose 
age is likely to be within the range 6 years to 14 years. 
Coefficient of reliability not given. 

Order Available only in The standard reading tests, published by 


Chatto & Windus. 


reading 


A. Watts 
(Ginn & Co.) 


A sentence completion test, timed for 15 minutes. Norms, ug 
compiled in 1955, were still found to be appropriate in 1965. 
Age range 7 years 6 months to 11+ years. 

Coefficient of reliability: +94. 

Order Manual No. 41A. Test booklets 41. 


although 


(Ginn & Co.) 


Sentence completion test with no time limit. 
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Age range 7 years to 8 years 6 months. 
Coefficient of reliability not given. 
Order Manual No. 229A. Test sheets 22 
Southgate group reading tests V. Southgate-Booth (University of 
London Press) 

Test 1. A fairly simple ‘word finding’ test. Words are dictated by 
the teacher and child marks them in booklet after selecting from 


w 


five possibilities. Pictures used for some items. Three parallel 

forms. 

Age range 6 years to 7 years 6 months for normal range of ability. 
Also suitable for slow learners to 14 years. 

Coefficient of reliability: +95. 

Order Manual for Test 1. Answer booklets for A, B, or C. 
Southgate Test 2. This is a sentence completion test with two 
parallel forms. 

Age range 7 years to 9 years 7 months, normal range ability. Also 
suitable for older slow learners. 

Coefficient of reliability: approx. -89. 

Order Manual for Test 2. Answer booklets for form A or B. 

6. Group reading assessment F. Spooner (University of London Pr ss) 
A group test in three sections. Part one involves ‘word finding 
from dictation. Part two is sentence completion. Part three 15 
identification of homonyms (hear: here, scene: seen) in silent 
reading. 


ars 7 months. 


Age range Reading ages in the range 6+ years to 1l Y 
Standardised scores provided for age range 7 years 8 months to 
9 years. 

Coefficient of reliability: between -91 and -96. 

Order Manual. Test booklets. 

7. Schonell Silent reading tests F. J. Schonell (Oliver & Boyd) i 

Silent reading test A. (Test R3). Non-expendable test booklets. Child 
answers on separate slip of paper. Graded paragraph reading 
followed by questions to be answered. Time limit of 9 minutes- 
Age range mainly useful at junior level. Reading ages given from. 
6 years 9 months to 12-- years, but this test has not been up-date 
for some years. 
Silent reading test B. (Test R4). Almost the same type of material 
as Test A, but at a slightly higher interest level. Non-expendable 
booklets. Answers written on separate sheet. Time limit gt I9 
minutes. 
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alge range suitable for top juniors and lower secondary pupils. 
Reading ages provided from 6 years 8 months to 13 years 6 months. 
Coefficient of reliability not given for cither test. 

Order Handbook for reading and spelling tests. Test booklets. 
Tests and the norms may also be consulted in the book Diagnostic 
and attainment testing published by Oliver and Boyd. 


This does not exhaust the list of reading tests for group admin- 
istration. Others are referred to later in the section dealing with 
diagnosis of reading problems. Two other group tests are worthy of 
mention here, however, as they are designed mainly to yield diag- 
nostic information. 


8. The Swansea test of phonic skills P. Williams et al. (Basil mias | 
Ltd.) 
This is a very useful test for obtaining a rapid assessment of the z 
phonic knowledge of a group of children. It is a *word finding" D 
test using nonsense syllables and words. The teacher reads out a 7 


4 


$ 
mo aeng sea 


manag ase "LA ToS 


word like smop which the child has to identify from five C 
alternatives. The sixty-five items in the test sample knowledge of ; 5 
j p 


short vowel sounds. long vowels, consonant blends and digraphs, 


m 


silent ‘e’ rule, ete. 
Order Teachers manual containing the ‘call words’. Answer 
booklets. 

9. The word recognition test C. Carver (University of London Press) : 
Designed to reveal overall level of word recognition ability for 
children with low reading ages, this test contains fifty items and 
the child has to find, out of a group of five or six fairly similar 
Words a word dictated by the teacher. The child's performance 
on this type of material should give some indication of his 
phonic sight habits (does he recognise single letters from their 
Sound values, docs he recognise digraphs and blends, does he 

?). The validity of such diagnostic 


v» one, 


tend to reverse certain letters, etc : s " 
interpretation depends very much upon the efficiency with which 
the test was given. Poor application in a group setting can zegden 
diagnostic interpretation useless, but individual administration 1s 


Nov open to the same criticism. 


dr iti es from 
Che norms purport to measure word recognition ag. 
arefully read for 


+ years to 81 years. The manual must be c 
P ees application and interpretation. 
rder Manual. Answer sheets. 
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GROUP TESTS OF SPELLING ATTAINMENT 

Spelling, as a topic in its own right, is dealt with later in this book. 
The use of a spelling test as a screening device has not been widely 
used but is advocated by Turner™ as an aid to the identification 
of juniors and seniors in need of special help. 

Spelling tests have the advantages of being very easy to administer 
and reasonably rapid to mark. They can also provide additional 
diagnostic information about the child's ability to apply his sight 
reading habits and phonic knowledge to encoding rather than 
decoding words. 

1. Graded spelling tests A and B F. J. Schonell (Oliver and Boyd) 
Graded word lists which are dictated to the children. 
Age range Suitable for children of all ages. Spelling ages given 
from 5 years to 15 years. Norms have not been revised recently. 
Order Handbook for reading and spelling tests. Graded word 

spelling test form A or form B. 

Material may also be consulted in Diagnostic and attainment testing- 
2. Graded spelling test, Test 11 J. C. Daniels and H. Diack (Chatto & 

Windus Ltd.) 

A graded list of 40 words to be dictated by the teacher. The 
words are sub-divided into four sets according to difficulty. 
Age range Suitable for any child. Spelling ages given from 5 years 
to 12+ years. 
Order Only available in the book The standard reading tests. 

3. Graded dictation tests F. J. Schonell and G. Sleight (Macmillan Co- 
Ltd.) 

Six paragraphs, carefully graded in difficulty, which are dictated 

to the group. Errors in the test are converted to a positive score: 

which in turn yields an approximate spelling age in the range 
7 years to 13 ycars. Results are very useful for diagnostic purposes: 

The graded dictation tests are presented in the book Essentials 
in teaching and testing spelling, published by Macmillan. 


GROUP TESTS OF NUMBER AND MATHEMATICS 


These are dealt with in the main section on assessment of numbe! 


difficulties (Chapter 6). 


GROUP TESTS OF NON-VERBAL MENTAL ABILITY 


: : : qi ah which 
Ifteachers require a measure of non-verbal mental ability with w hic 


to compare verbal ability the following tests are suitable: 


l 


2 


4 


5 


use. T 


w. 
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- NFER Picture test A | Formerly Picture test 1) J. Stuart (Ginn & Co.) 
Three sub-tests with a total of 60 items. Time limit approximately 
10 minutes. 
ge range 7 years to 8 years. 
Coefficient of reliability: -92. 
Order Manual 42A. Test 12. 
- NFER Non-verbal test BD (Formerly .Von-verbal test 2) D. Pidgeon 
(Ginn & Co.) 
Four sub-tests with a total of 100 items. Time 40 minutes. 


«lge range 8 years to 11 years. 

Coefficient of reliability : 

Order Manual 28A. 7 
© NFER Non-verbal test DH (Formerly Non-verbal test 3) B. Calvert 

(Ginn & Co.) 

‘Two main sub-sections with a total of 96 items. Time 50 minutes. 


Shorter version also possible using same booklets. Time 35 minutes. 
Test booklets are non-expendable. Answer sheets need to be 
ordered. 
"Age range 10 years to 15 S. 
Coefficient of reliability: -95. 
Order Manual and "Template 15A. Test booklets 15. Answer sheets 
15B. 

- Moray House picture intelligence tests | and 2 G. Thomson and 
M. Mellone (University of London Press) 
Nine sub-te 


. 100 items. 

6 months to 8 ycars. 

Coefficient of reliability: -95. 

Order Manual MH (PIC) l. Test sheets; Manual MH (PIC) 2. 


Test sheets. 


«lge range 6 y 


© Deeside picture lest for seven year-olds W. Emmett (Harrap Co. Ltd.) 


Seven sub-tests with a total of 100 items. Total time required 
for administration is approximately one hour (actual working 
time 25 minutes). Picture material is used throughout, but the 
test involves a great deal of listening comprchension. 
Age range 6 years 6 months to 8 years 6 months. 
Coefficient of reliability: +96. 
: Order Manual. Test booklets. c 
This list does not exhaust the range of tests available for oe 
ss verbal reasoning in puprs 


cachers who require tests to asse: À 
o require tests to assess 


ho are : : ; 
are not backward in reading, or whi 
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progress in English or Mathematics at secondary school level, should 
consult the current catalogue from Ginn & Co., Test Services, the 
books by Jackson! or Labon* or the ACER catalogue. 


Diagnostic testing 


The difference between attainment and diagnostic testing is stated 
clearly by Schonell :!? “The fundamental principle in the interpret- 
ation of diagnostic tests is that the qualitative examination of the 
testee’s work is much more important than any quantitative estimates 
of it’ (p. 30). 

The purposes of diagnostic testing may be summarised as: 

(i) to discover within a particular skill area precisely what a child 
can do already and has mastered ; 

(ii) to locate the point of failure or misunderstanding and isolate 
the specific difficulties ; 

(iii) to gain information which will indicate the next step required 
in the teaching programme; 

(iv) to identify any deficiencies in underlying skills or processes 
which may need highly specific remediation or, in some cases, may 
indicate a need to select a teaching method which will bypass the 
weakness. 

These points will be dealt with more fully in the later sections 
of the book. 

Diagnostic testing, if carefully carried out, yields far more valuable 
information with implications for teaching than does attainment 
testing alone. Diagnostic testing should lead to diagnostic teaching —2 
term which implies that a particular approach to a child's problems 
has been adopted after careful consideration of his strengths and 
weaknesses, and has, over a period of time, been modified in ways 
which appear to result in optimum progress by the child. To be of 
any real value, diagnostic testing must be carried out with the 
individual child, in a quiet situation and relaxed atmosphere, by 2 
teacher who has the child's full co-operation and confidence. Just 
as the success of remedial teaching is very much dependent upon the 
relationship established between teacher and child so, too, the validity 
of diagnostic procedures is similarly affected. 

In-depth diagnostic assessment, such as that recommended in the 
following sections, should be carried out over a period of days oT 
weeks, working only for as long as the child is able to do his best. 
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— * warne d that diagnostic testing should never be continued 
to the point of fatigue, an important fact often overlooked by the 


over-zealous. 


Suggestions for further study 


(a) 


(b) 


(c) 


Examine at least one test from each of the sections on verbal 
ability, non-verbal ability and reading. Try to administer one of 
of the group tests to a class of primary or secondary children. 
What are the snags and difficulties encountered on the first 
occasion? 

The term reliability has been explained in this section. Find out 
the meaning of the term validity as applied to a test. Also try to 
d iscover what is meant by the term error of measurement. Why is it 
important to have some idea of the error of measurement 
associated with a particular test you have given? 

The whole vexed question of the nature of intelligence remains 
unresolved. A teacher's own views concerning the nature of 
intelligence can significantly influence his outlook in teaching 
children with learning difficulties: he is either optimistic or 
pessimistic in his approach. 

Vernon" has said, ‘... intelligence is not a single, unitary 
entity: it comprises a host of overlapping functions which doubt- 
less develop at different rates at different times’ (p. 103). 

The following statements indicate the extremes of conflicting 
Views on the nature of intelligence testing 

(i) ‘A test of general intelligence or mental ability is designed 
al ability rather than acquired knowl- 


to estimate innate ment 
edge! 

(ii) ‘It is always the child's level of acquired abilities that is 
not the child’s capacity or his mental 


available for testing, 
tion of the abilities rather 


potentiality... tests measure the acquis 

than the capacity.’ 
Reappraise your own views Concer 

telligence. The following books may prove useful : 

Burcngn, H. J. (1968) Human intelligence: its nature and assessment, 
London, Methuen. 

Burcner, H. J. and Lomax, D. (eds.) (1972) 
intelligence, London, Methuen. 


ning the nature of in- 


Readings in human 
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DocknELL, W. (ed.) (1970) On intelligence. The Toronto symposium, 
London, Methuen. 
Vernon, P. E. (1969) Intelligence and cultural environment, London, 


Methuen. 
WisEMAN, S. (1967) Intelligence and ability, Harmondsworth, 


Penguin Books. 
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9. The assessment of oral language 


There is a gulf between those who have, and the many who have not, 
sufficient command of words to be able to listen and discuss rationally; to 
express ideas and feelings clearly: and even to have any ideas at all. We 
simply do not know how many people arc frustrated in their lives by 
inability ever to express themselves adequately: or how many never develop 
intellectually because they lack the words with which to think and to reason." 


The child’s ability to process language in school is perhaps the most 
important factor in his intellectual and educational growth. The 
improvement of language skills, therefore, ranks high as a goal of 
adaptive, compensatory and remedial education. 

Thought processes are heavily dependent upon language com- 
petence. Language is essential for concept acquisition beyond a very 
elementary level. ? !? It is for that reason that the importance of verbal 
intelligence was stressed in the previous chapter. 

Most teachers are aware that certain children are obviously re- 
tarded in their language development, or have difficulty in com- 
municating efficiently ; yet very little is done to alleviate the problem. 
A teacher will attempt to do something positive to help the child 
who is backward in reading, or who is expcriencing difficulties in 
mathematics; but there is a tendency to accept oral language 
deficiencies as ‘inevitable’. There seems to be an assumption that if 
we place a child in an environment where language is used freely 
some of this is bound to rub off on the disadvantaged slow learner. 
System, structure and clearly defined goals are completely lacking: 
yet these are considered vital in remediation programmes for other 
skill areas. Even in the infant school a child may develop a ‘learned 
inattention’ to the teacher’s voice. The teacher unintentionally em- 
ploys a language structure which is more complex than the child has 
experienced before, and uses some words which the child does not 
understand. Very soon the child begins to expect not to know what 
teachers are talking about, so henceforth never listens. A poor level 
of listening skill is characteristic of many slow learners, ..- in some 
cases it is school-induced! 

It is essential that something positive is done to improve the 
language skill of children with marked deficiencies in this area. 
Planned intervention should follow assessment of the child's present 
functional level and diagnosis of the particular difficulties. 
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The evaluation of oral language performance needs to be made 
along several lines. For the average teacher in school, the detailed 
assessment made possible by such diagnostic instruments as The 
Illinois test of psycholinguistic abilities? or The Reynell developmental language 
scales is out of the question, but a systematic appraisal can be 
attempted following some of the suggestions given below. The results 
should give some indication ofan individual child's specific needs and, 
therefore, what should be covered in a language improvement 
programme. 

Communication through the medium of spoken language has two 
broad aspects, which Wilkinson!” refers to as Reception and Production, 
and in the realm of ‘oracy’ are reflected in Listening and Speaking. 
Osgood"? uses the terms Decoding and Encoding. Reynell™ considers 
that since the receptive and expressive aspects of language are 
different as processes they are worthy of separate appraisal. 


The evaluation of receptive aspects 
(i) Assessing receptive vocabulary 


This can very suitably be accomplished through the use of the English 
picture vocabulary tests (EPV T). These tests cover the age range 3 years 
to 18 years and do not require a spoken response from the child. 
Although there is a reasonably high correlation between performance 
on the EPVT and tests of verbal intelligence, the results from EPVT 
should not be regarded as indicating an intelligence level. The score 
is more usefully viewed as showing the child to be above average, 
average, or below average in his language experience. A low score 
on EPVT implies the need (a) for the teacher to make allowance 
for the child’s probable difficulties in understanding what is said to 
him unless conveyed in simple terms, and (b) to aim deliberately at 
increasing the child’s receptive vocabulary. (Teaching points are 
made more explicit in the section on language remediation later in 
this book.) 

A more informal assessment of a child’s receptive vocabulary can 
be made using picture material. Suitable colourful and interesting 
pictures can be made the focal point for sampling a child’s under- 
standing of nouns, adjectives, and adverbs. The child is asked, for 
instance, ‘Show me something fall in the picture’. ‘Show me some- 
thing which could move very fast’. ‘Point to the smallest tree’. The 
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use of ‘show me’ or ‘point to’ rather than ‘tell me’ is deliberate: here 
we are concerned whether the child understands the word and the 
instruction, not to impose the added difficulty of having to express a 
verbal reply. 

Toys or common objects may be used to determine a child's 
grasp of prepositions (put this behind the chair’; ‘put this between 
the cars’). 

It is sometimes necessary to assess a child's receptive vocabulary 
connected with a particular subject. This is very important in 
mathematics, where a teacher may use very unfamiliar words in an 
attempt to teach or explain some relationship (for example, ‘amount’: 
‘altogether’; ‘curve’; ‘shape’). We should not always assume that 
these are fully understood. 

Sometimes a failure to understand the two words ‘same’ and 
‘different’ can invalidate a child's responses to some tests (for 
instance, in replying to a personality and attitude questionnaire ; to 
performing on an auditory discrimination test; to responding to some 
conservation of number tests). 


Although there are no norms against which to judge a child’s 
performance if the teacher has devised her own receptive language 
assessment, even a subjective evaluation will reveal as much about a 
child’s present limitations and needs as will a more clinical test. The 
Auditory Reception Test in The Illinois test of psycholinguistic abilities? 
assesses the child's receptive language by posing such questions as, ‘Do 
chairs eat? ; ‘Do pavements sprinkle?’ : ‘Do sausages frown?’ The 
child replies ‘yes’ or ‘no’. Used in or out of the context of the 
complete ZTPA this sub-test does not, in itself, yield much diagnostic 
information apart from the fact that the child’s vocabulary is, 
perhaps. limited. 


ii) Test of the understanding of the spoken word 


This very useful little test was devised by Coral Richards in 1964 
for use with children aged three to six years. It has also been found 
useful with junior children who have language difficulties and with 
educationally subnormal children in the primary range. ` 
The kit comprises four rooms of dolls’ house furniture and equip 
ment, which allows the tester to sample the child's vocabulary (in- 
cluding prepositions) ; even more important, it enables the teacher to 
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detect the point at which the child begins to fail to understand 
spoken instructions. The test instructions gradually become more 
complex and it is easy to identify the maximum length and com- 
plexity of instruction which the child can retain and carry out. This 
insight into the child’s receptive problems has a direct bearing on 
how the teacher will need to shape her own language to communi- 
cate successfully with that child. 

Details of the source of this useful test are presented in Appendix 4. 


(iii) Short-term auditory memory 


Menyuk and Masland and Case? have indicated that short-term 
memory span may significantly influence early language develop- 
ment, while Graham® suggests that short-term memory deficiency 
may well be the main culprit in disrupting cognitive functioning. 
His research has indicated that limitations of immediate memory 
may influence a child’s ability to process language which he hears 
or which he needs in order to express himself. Short-term memory 
problems are also associated with some difficulties in reading —a point 
to be developed in the next chapter. 

One routine assessment which should be made of any child with 
possible language problems is his short-term retention span for 
meaningful material. Few sentence repetition tests exist for the 
teacher to use; those that do are either designed for the very young 
child only, or were prepared for research work concerned with 
children’s ability to use different grammatical and syntactical forms. 

Asimple sentence repetition test is included in the teacher's manual 
Getting ready for reading by E. H. Grassam (Ginn and Co). It is 
suggested that children should be able to repeat at least five out of 
ten simple six-word sentences correctly: for example, "What shall we 
have for dinner?’; ‘We go to bed at night’; ‘We get up in the 
morning’. Children who cannot do this may not be ready for certain 
demands which reading places upon them, and may be exhibiting 
one symptom of hearing problems and/or poor memory span. 

By the age of five most children should be able to remember 
and carry out a triple order: for instance, ‘Do you sce this key? Go 
and put it on the table. Then shut the door. And after that, bring 
me the book that is on the chair near the door. Do you understand? 
First put the key on the table; then shut the door; then bring me 
the book"! | 
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Some child-development experts have attempted to summarise 
the increasing short-term memory span of the growing child by in- 
dicating the number of syllables he is capable of repeating at various 
age levels. They have failed to agree on figures because the length 
of a sentence in terms of syllables is less important than its actual 
grammatical structure, and even less important than the degree of 
meaning which the sentence does, or does not, convey to the child. 
To say, therefore, that at the age of five years a child can repeat 
10 syllables, at six years he can repeat 16 syllables, and at fourteen 
years 26 syllables is inaccurate and misleading. It is more useful to 
discover a particular child’s limits by working on simple sentences and 
phrases, and to use a sentence repetition test as a screening device to 
identify those who have great difficulty in repeating simple state- 
ments. 

The test below is a modified form of one used in a research 
project with lower juniors,!* and has a reliability coefficient of 8l. 
Children who begin to fail at or before sentence 5 may require 
special help with receptive aspects of language (see later sections); 
and the teacher must almost certainly take such deficiency into 
account when explaining something to the child, or when giving 
instructions. 


Sentence repetition test 


. Mother. 
- My knife and fork. 
I am cold and hungry. 
. Here is the cloth; my hands arc clean. 
. His name is Tim; he's such a naughty dog. 
It is raining outside and Tom is working hard. 
We are having a funny game: I like it very much. 
We are going for a walk; will you give me that nice new jacket. 
. Linda has just torn her frock so I have given it to that poor 
neighbour. 
10. We should never be cruel to animals because a kind pers 
much nicer. 
Each sentence is said once only to the child who must then repeat 
it in exactly the same form. The word ‘listen’ is said before Cac? 
sentence to catch the child's attention. 
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The evaluation of expressive aspects 


(i) Vocabulary 


If expressive aspects of language are to be evaluated it is usually 
better to use a vocabulary test which requires the child to give the 
definition ofa word orally rather than point toa picture to illustrate it. 

Suitable tests of this type are: 

The Crichton vocabulary scale This oral definitions test devised by 
J. €. Raven (Lewis and Co.) covers the age range four and a half to 
eleven years. 

The Mill Hill vocabulary scale This test can be administered as an 
oral definition assessment or, for those who can read and write, a 
written form with separate norms can be applied. The oral form 
covers the age range 4H to 14 years. The written form covers the age 
range 114 to 25 years. The Mill Hill scale was also devised by J. C. 
Raven. 

The Holborn vocabulary test for young children This test devised by 
A. F. Watts (Harrap) covers the age range 34 to 84 years. It contains 
100 items and can be quite time-consuming to apply. 


(ii) Articulation 


The assessment of articulation is usually left to the speech therapist 
or clinician. However, it can be very helpful for a remedial teacher 
to have some idea of the basic speech sounds which a particular 
child cannot yet produce correctly; but it should be stressed that if 
achild’s speech is obviously defective it is essential that the advice ofa 
specialist be obtained. Caution needs to be exercised in judging when 
it is appropriate to leave speech correction in the hands of a remedial 
teacher; but it is equally true that many children with minor speech 
problems receive no help at all when, in fact, the teacher could be 
of great help to them. For this reason remedial teachers may use- 
fully add the following test to their repertoire, and may find the 
books listed under Speech in Appendix 5 helpful. 

The Goldman-Fristoe Test of articulation (Educational Evaluation 
Enterprises) is simple to apply and consists of colourful picture 
material for testing 35 basic speech sounds sampled in the initial, 
medial, and final positions. The child merely replies to simple 
questions about the pictures, and colour-coding on the teacher’s 


34 THE REMEDIAL TEACHER'S HANDBOOK 


recording sheet permits casy identification of the particular sound 
sampled within the words of the answer. 

A child's articulation skill needs to be viewed against (a) his own 
chronological age, and (b) the quality of his auditory discrimination 
(see page 48). 


Gii) The evaluation of a language sample 


One technique which has been used over the years for research 
purposes is the quantitative and qualitative evaluation of a sample 
of the child’s spoken language. 

As yet there is no standard method for obtaining a language sample. 
Toys, pictures, films, informal conversation and the retelling of a 
familiar story have all been used by investigators to clicit a sample 
of language, but this procedure is far less accurate than, for example, 
the administration of a standardised reading test. A child’s perform- 
ance is known to be influenced by such variables as the type of 
material used to elicit the speech, the age, sex and social-class of the 
examiner, the amount of praise and encouragement given, and the 
physical situation in which the interview took placc.?? Nevertheless, 
provided that the teacher realises the imperfections in the method, 
and goes for a qualitative rather than a quantitative evaluation the 
technique is well worth applying with any child whose expressive 
use of language seems very restricted. 

The normal procedure is to obtain a sample of at least 60 utter 
made by the child in, for example, describing a set of pictures : 
then talking about his interests at home, or in school, or on television: 
The responses are recorded on tape for later transcription. In 
transcribing the material the first 10 utterances produced while the 
child is adjusting to the situation are discarded leaving a corpus 9 
exactly 50 responses for analysis.7!7 F considere 
just about adequate for a reliable sampl , " 

A response, or ‘utterance’, is identified by a natural break in the 
child's verbalisation: a ‘per-breath’ statement marked off from BE 
next by a pause. The two short samples below indicate Meo" 
utterance is not necessarily equivalent to a grammatically correct p^ 
complete sentence. The presence of the word ‘and’ doesn’t neea 
indicate that it is functioning as a conjunction: frequently it 1$ E 5 
as an ‘opener’, just as the words ‘Well’ or ‘Oh’ may serve to heei 
remark. 
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EXAMPLES: 
(a) Terry 
Chronological Age 7 years 8 months. 
From large family. Verbal IQ 84. Non-verbal IQ 98. 

Working class. A non-reader. 

Picture 5 
‘They all goin’ shoppin / and they buyin’ things. / There's church. / 
And there apples... er... an' presents. / And it called Ashton. / Two 
buses. /° 
Television interests [Spiderman] 
*He gets a thingy and ... er. / He gets one of them ... things. / He 


fly. / Er ... yes, news. / Er ... ship blewed up. / It's about 
army ... er. / Tom and Jerry ... er ... they. / Can't remember 
now. / The ... the lady dived in t'water, like. / Er ... did a 
som ... er... a ... oh ... er... somersort. / They get cards and 


er. / They tell "tories. / Er... make ... er ... moggles.’ 


(b) Helen 
Chronological Age 7 years 8 months. 
Only two girls in family. | Verbal IQ 129. Non-verbal IQ 98. 
Social Class II. Reading Age 9-2 ycars. 

Picture 5 
"Um ... there'sa statue and the names of all people what died. / And 
there's a man sellin’, don't know, oranges or something. / And 
um ... there's something, a building called Castle. / And there's a 
new kind of ... er... a cafe, I think it is. / And there's a bus near 
it. | "There's a stall selling f... er fly ... flyspray. / And there's a 
lady wearing a fur coat somewhere there, look. /" 
Television interests [Blue Peter] 
"Phey show you things to make and things to go to. / Um ... they 
got Bluc Peter II out to a place and they did it in twelve minutes, 
it took. / The other person had got in the yacht already and tried 
to get home. / [On the Buses] Well, one day they bashed into a 
pair of traffic lights. / And ... um ... they tried not to show the dint 
to Blakey./’ 

In neither case has the full sample of 50 utterances been repro- 
duced. 


A quantitative analysis of a sample usually involves the counting 
of the total number of words used in producing the 50 utterances 
(excluding the ‘ums’, ‘ers’, etc). Contractions (there's = there is) 
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count as two words. The total number of words is usually divided 
by 50 to give the mean length of utterance. Other useful measures 
which reflect maturity or lack of it are (a) finding the mean length 
of the child's five longest utterances, and (b) counting the number of 
one-word utterances used. Templin’! provides norms for these measures 
indicating, for example, that an average child whose chronological 
age is three years uses roughly four words per utterance compared 
with roughly seven and a half words per utterance at cight years. 
The three-year-old uses roughly eight words in his longest utterances 
while the eight-year-old uses 14 words. The three-year-old uses 
roughly six one-word responses, which, by the age of cight years, 
have been reduced to less than one. 

Diagnostically, it is more valuable to examine the quality of the 
child's spoken language. Does he use adjectives, adverbs, prep- 
ositions? Has he grasped the correct form of plurals? Docs he use 
theappropriate verb tense to suit the statement? Answers to questions 
like these will have a bearing on the language remediation pro- 
gramme which may be required for the child. (See chapter 9.) 

Before analysing a language sample teachers are advised to r! 
the book by Templin, or that by Johnson et al For a more 
sophisticated evaluation of language, required perhaps for clinical 
therapy purposes, the reader is referred to the Length-complexity scoring 
system (Shriner & Sherman!’ and Miner!!). 


cad 


(iv) Familiarity with language patterns 


The child who is constantly exposed to stimulating language € 
perience and to correct language models should become so familiar 
with common language patterns that these become ‘habit’ responses: 
He should be able to predict the next word in a flow of speech ar 
mentally be capable of ‘closing’ an unfinished statement or phrase: 
for example, ‘Once upon a ...; ‘He rang the ...; ‘She put oe 
hat on her ....’ Osgood’s theoretical model of communicatio? 
processes identified a level which he termed integrational level—the 
one at which a person makes use of the redundancies of frequently 
used language patterns.!® Kirk & McCarthy describe this as ne 
automatic level of performance—the processing of language — 
the need for planning and careful thought. They sample it 7 : 
ITPA in the Grammatic Closure sub-test. The child is aske 
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complete unfinished statements: for example, ‘Here is a child. Here 
are three ... [children] ; ‘This boy had two bananas. He gave one 
away, but he kept one for ... [himself].’ The items are supported 
by picture material.’ A teacher can devise similar discussion/story 
situations for testing a child's ability to complete familiar sentence 
structures. 


(v) Tests of Proficiency in English 1973 (Ginn, for NFER) 


Designed to test proficiency in listening, speaking, reading and 
writing in children from seven to eleven years. Also suitable for use 


with immigrant children. 


Suggestions for further study 


(a) Obtain a language sample (50 utterances) from one of your 
least able children. What does it reveal about his/her functional 
level in expressive language? 

How might you structure the situation to sample in particular 
the child's fund of adjectives and adverbs? 

(b) List some of the words which are peculiar to a particular subject 
area (mathematics, science, cookery, P.E., etc). Select words 
which a teacher might easily use in talking with a class of 
children in the age range nine to twelve years. Use the material 
as a list to check whether one of your less able children can 


define these words. 
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4. Thein-depth assessment of reading skills 


In this chapter several different tests are named as suitable for various 
aspects of assessment: it is not necessary for a remedial teacher to obtain 
all the tests described. They merely reflect what is available for use and 
may already be in stock in the school or the local resources centre. 


Although an experienced remedial teacher can usually obtain most of 
the important information concerning a child’s present reading level, 
phonic knowledge, word-attack skills and comprehension within the 
period of twenty to thirty minutes of testing, in-depth evaluation 
takes longer. It also needs to be spread over several sessions with the 
child. The diagnostic programme below obviously should not be 
attempted at one sitting if it is to yield valid and reliable infor- 
mation. Carefully applied, the programme will reveal the child’s 
needs and will guide the planning of an individualised reading 
programme. 

Diagnostic testing follows a logical sequence of posing the right 
questions in the right order. The basic sequence will first be summar- 
ised, then each stage dealt with in detail. 


Individual diagnostic programme 

PHASE 1 

The first three questions will be posed for any child presented for 
diagnostic assessment in reading. 


QI What is the child's present functional level in reading? 


This will be indicated roughly from the results of a group screen- 
an individual test should be selected 


ing test; but at this stage ^ 
It is worth recording the result 


from those listed on page 41. à 
both as a reading age and as a reading quotient 


(es x 100 = RQ). 
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A reading quotient gives a better indication of progress made 
when the child is retested after a lengthy remedial course. 


Q2 How does the child's reading age compare with his general ex- 
pressive and receptive language ability? 
As a very minimum, a vocabulary test should be applied. If 
time permits and if oral language appcars a major problem with 
this child, evaluate along the lines suggested in chapter 3 of this 
book (pp. 29-37). 

Q3 How does the child's reading performance comparc with his 
verbal mental ability? 
One of Young's Oral verbal intelligence tests from University of 
London Press will provide a useful measure herc. These were 
referred to on page 18. 


PHASE II 


Certain questions from the following set will be asked according to the 
child's present level in reading revealed by QI! above. 


Q4 What can the child do already in terms of whole-word recog- 
nition? 

Q5 What can he do already in terms of phonic analysis and s 
of words? 

— " a 

Q6 If the child is a non-reader has he developed adequate speech, 
visual perceptual and auditory perceptual skills to begin reading’ 

z : . T i a for a 

Q7 If the child has made a slight start in reading is he ready for 3 
positive and systematic introduction to phonics and wor 
building? 

Q8 If the child is reasonably proficient but has rcached 
point or plateau, what kind of mistakes is he making 
reading performance? 

Q9 What is his level of comprehension? 


ynthesis 


lä sticking 
within his 


m PHASE ! and 


It is pointless to ask any of the above questions fror s 
if ogram™ 


Puase 11 unless the answers influence the future teaching pr 
for that child. 
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PHASE I SUITABLE TESTS FOR ASSESSING FUNCTIONAL READING LEVEL 


Where possible it is best to select from the following list a test which 
will permit the child’s reading age to fall within the test’s middle 
ranges, as all tests tend to be unreliable at the upper and lower 
extremes of their scale. Obviously, it is not always possible to meet 
this requirement if the child is of very low reading attainment. 
Remember that it is always useful to note the errors which a child 
makes in performing on the individual test. These may show whether 
or not he has developed some phonic knowledge and word attack 
skills. Always encourage the child to try a word rather than refuse. 
Children soon memorise parts of tests through constantly hearing 
others rcad them aloud, and for this reason care should be taken to 
avoid the frequent usc of reading tests performed aloud in the 


classroom setting. 


(i) Standard reading test 1 Daniels and Diack (1958, Chatto & Windus) 


Sentence material to be read aloud. This test is most useful if the 


child’s reading age is likely to be between Nil and eight years, 
although the test book provides reading ages to nine years. 

The test book contains follow-up diagnostic tests which will be 
dealt with in later sections below. 


(ii) Analysis of reading ability M. Neale (1966, Macmillan) 
Covers reading ages from 6 to 13 years 

The test uses meaningful prose passages to be read aloud. The 
single test can yield separate measures of reading accuracy, com- 
prehension and speed of reading. Three parallel forms of the test 
are available and a recording shect enables the teacher to carry out 
an analysis of the errors made by the child. The test booklet also 
includes three short diagnostic tests covering knowledge of letter 
sounds, auditory discrimination through simple spelling, blending 
and recognition of syllables. This test becomes a very useful instru- 
ment at the point where the Standard test 1 ceases to be of much value, 
but the interest levels of the early passages on each form are aimed 


at lower junior level. 
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Gii) Graded word reading test R1, F. J. Schonell (1950, Oliver & Boyd) 


A graded list of isolated words to be read aloud. Child cannot make 
use of context to ‘guess’. A reliable test which takes little time to 
administer. If the word list is used the recent (1970) norms beginning 
at the more realistic reading age of six, not five years as previously, 
should be consulted. 


(iv) The Burt rearranged word reading test, Burt-Vernon (1969, U.L.P) 


Also a graded list of isolated words, but beginning at an easier level 
than Test R1 above. New norms for this test (1972) are given in 
Appendix 2. 


The ACER word identification test is a suitable substitute for (iii) and 
(iv) above (ACER, 1972). 


(v) Marino graded word reading scale, S. V. O'Suilleabhain (1970, 
Longman, Brown & Nolan, Dublin) 


For assessing reading levels of young people in Ireland. Reading 
ages from five to nineteen years. A very informative manual 15 
provided. 


(vi) The Holborn sentence scale, A. Watts (1948, Harrap) 


. $ ^ 4 ages 
Sentence reading material to be read aloud. For reading age 
f as 5 "m ; -evision 
5 years 9 months to 13 years. The norms are in need of rev od 
but the test is still widely used in schools. 


(vii) The Edinburgh reading tests, Godfrey ‘Thomson Unit (1973, 
U.L.P.) 
These tests are available for group or individual administratio", 
Stage | covers ages 7 to 9 years. Stage 2 covers 83-103 years: wail 
covers 10 to 12} years. Stage 4 for ages above 12 years. 7g tO 
The battery makes use of a very valuable form of puis, 
highlight a child's relative strengths and weaknesses across : aee 
of reading skills. It is to be hoped that these tests will eal nd, 
widely used in the future. Norms are available for England, Beat 


and Wales. 
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RESULTS FROM PHase I 
"The test given may yield one of the following results: 

(a) The child is not yet reading at all, and may indeed be at 
a pre-reading level (Stace 0);* (b) The child has made a slight 
start in reading and knows a few words by sight (Stace 1);* (c) The 
child is progressing at an elementary level using mainly a whole-word 
recognition (look and say) approach (Stace 2);* (d) The child 
reveals some basic decoding skills (phonic knowledge) but word build- 
ing skills not fully developed (Stace 3);* (e) The child is a 
reasonable reader but has specific gaps in his knowledge and may 
have reached a temporary plateau (STAGE 4);* (f) The child who 
is ten years or older is reading at a standard normal for his/her 
age and general verbal ability (STAGE 5).* 

Itis extremely difficult (if not impossible) to equate precise reading 
ages with cach of the above STAGES of reading development, and 
it has been pointed out already that different reading tests yield 
different reading ages. It is now generally accepted that reading 
ages much below six years are virtually meaningless,! !! !? although 
some reading tests purport to measure ages down to four years. 
The other important point is that the STAGE which a child has 
reached really depends upon the extent of his development of 
certain component skills (phonic skill, use of context, comprehension, 
etc). This information is far more important than that provided by 
a global reading age of, say, 7:3 years which reveals nothing about 
the child's underlying skills. For these rcasons the ages presented in 
fig. | (page 44) and in the following sections should be taken as a 
Very rough guide. Assessments suggested for one STAGE may well be 
Very appropriate for a child whose reading age places him just outside 
that Stace; there is considerable overlap. 

Che relative importance of a child's present stage of reading 
development should be viewed against his present chronological age 
and general language and intellectual ability. This need to consider 


verbal ability and age alongside reading performance does not mean 
n his chances of improvement, or 


but they can indicate whether in 
ent and extension 
dial reading 


that these set a permanent limit o 
Indeed predict the rate of progress, 
^ particular child's case, a language cnrichm 
Programme will be needed just as much as a reme 
Programme. 


m ‘reading standard’ used by 


sis 
These Sraces should not be confused with the ter a us 
lar ‘levels of instruction’ later 


i S a nin 
.'aniels and Diack.? These Sraces correspond with sim! 
in the book. 
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Fig. 1 


Summary of in-depth evaluation of reading performance 


PHasE 1 Assess the child's present 


functional reading level. Apply an 
individual reading attainment test. 
View results against background of 
chronological age, verbal ability. 


PHASE 1 Result will yield one of the following stages 
Select from: of reading development 


SS r] 


Stace 0. R.A. Nil 

No reading ability. 

May be at pre-reading 
level. 

Assessments Mainly 
concerned with 
reading readiness. 

Speech/language? 

Attitude & adjustment? 

Form perception? 

Visual discrimination? 

Visual retention? 

Listening skills? 

Perceptual-motor 
development? 


PHASE i 


Stace |. *R.A.5+ to 6 
Reading ability just 
measurable. A few 
words known by sight. 
No phonic skill. 
Assessments Determine 
extent of present 
sight vocabulary. 
Readiness for phonics? 
Auditory discrimination? 
Auditory blending? 
Short-term auditory 
memory? 
Basic phonic knowledge? 
Word building skill? 


For just a few individuals deeper assessment 
of auditory and visual perception. 


(* Reading ages must be regarded as very approximate.) 


Stace 2. *R.A. 6 to 7 
Child making a litde 

progress, but mainly 

or entirely through a 

*whole-word' approach. 
Little phonic skill. 
Assessments Check 

basic sight vocabulary. 
Phonic knowledge? 
Word building skill? 
Use of context? 
Comprehension? — 
Readiness for phonics 

may still need to be 
assessed. (STAGE !)- 
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SrAGE 5. *R.A. 94 years 
and above. 
Reading age may 
be at or above 
standard normal for 
chronological age and 
verbal ability. 


Stace 4. *R.A. 8 to 9+ 

Child is a reasonable 
reader but has reached 
a plateau or has 
significant weaknesses. 

Assessment Analysis 


Stace 3. *R.A. 7 to 8 

Some evidence of phonic 
skills but not fully 
developed. : 

Assessment Check full 
extent of sight 


vocabulary. 
Check phonic knowledge 
in detail. : 
Common single-letter 
sounds? 
Consonant digraphs & 
blends as sight 
habits? 


of reading errors. 
Higher level word 
attack skills? 
Spelling ability? 
Comprehension? 
Use of context? 


Assessment Attitude 
to reading? 
Ability to read for 
information? 
Does he read freely 
for enjoyment? 
Spelling ability? 


Vowel digraphs and 
blends? 
Word-building skill? 
Spelling ability? 
mprehension? 


age keep in mind the 
?' ‘What does he need 
knesses does he 
passed?” 


Throughout the assessment at each st: 
questions ‘What does he know already 
to be taught next? ‘What specific wea 
reveal which may need to be remedied or by 
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PHASE II DEEPER EVALUATION OF PERFORMANCE AT EACH STAGE 


STAGE 0 

No score on reading test and no evidence of any word recognition 
skill. Child may lack reading readiness or may have significant 
perceptual difficulties. 

It must be stressed that lack of readiness should not be anticipated 
as the probable cause of reading failure in non-readers over six and a 
half to seven years old. This is not to deny that in some in- 
dividual cases above this age the child may not be ready ; intellectual, 
perceptual and linguistic development may still be at too low a 
level to permit the child to benefit from instruction in reading. The 
danger to be guarded against is to assume that ‘because Jimmy can't 
read yet, he can’t be ready’. This conclusion, when incorrect, results 
in a child being occupied with pre-reading activities for a prolonged 
period when the time could be more profitably spent in beginning 
reading instruction. Lack of readiness should only be ascertained, 
and a pre-reading training programme devised, after detailed 
examination of the selected aspects of the child’s performance and 
behaviour given below; and the question should be kept in mind, ‘Do 
I mean readiness for learning to read by a predominantly “whole- 
word", meaning emphasis approach, or do I mean readiness for a 
phonic, or decoding emphasis approach?’ 


ASSESSMENT 
(Page numbers in parentheses indicate sections in this book V 
suggestions for training or teaching may be found.) 


vhere 


listen to the 


QI Can the child concentrate upon a learning task and 04) 
(p. 


teacher, or is he too distractible and hyperactive? 
Q2 Has the child had adequate language experience and developed 
adequate speech skills to begin reading? Consider receptive 
vocabulary, ability to understand teacher's language suructures 
ability to express himself. (pP- 100 " 
Q3 Docs he seem to be able to grasp that words have unit values IP 
print? Docs he realise that the spaces between words have some 
significance? Can he follow a simple sentence read to him from 


b 90) 
à book and point to a word then repeated by the teacher? (P: 


" ? 
Š ^ —-— n: 
Q4 Is the child capable of carrying out visual discriminatio 
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J : : 
va Sinan and Diack Test 4. Can the child sort and match 
Lis bed da shapes; letter shapes; word shapes? If the child 
dim vis ly match word shapes—in other words, perform 
te tees nal sections of Daniels and Diack Test 4 or Schonell 
a here is absolutely no reason why he should not begin 
e taught to read by a whole-word method. *. (p. 90-1) 


Q5 Modes à : simple learning task involving the recognition 
p cte m from flashcards? Can he do simple picture- 
betes Be m T after a brief period instruction? (p. 109) 
Seny m E hand and eye (visuo-motor co-ordination) 
(xe han ele ss i baie shapes? Can he copy letter shapes? 
bonis $ > iack Tests 2 and 3; and the copying of the 
child te me on page 8. It may also be useful to ask the 
preson ew Meer a house and a tree to gain some im- 
iege ec a s concepts of, and ability to reproduce, these 
ae ae p S. a oe situation, the trained diagnostician 
alderen ender ý isual-motor Gestalt test to examine this area 
Bad P ent in more detail. 
M gm eye eos has been overrated in the past 
SEE ed prerequisite for reading readiness. Many children 
wesie re vid shapes or join dot-to-dot patterns is poor 
bis tate e of learning to read. Poor co-ordination is more 
s a problem in the development of writing skills. 
(pp. 92-3) 
e listening skills to attend to the 
? This is more important 
to stress phonic 


Q7 Has the child developed adequat 
x a cape sounds within words I 
Rial wae approach to reading is going u 

and simple word-building. The assessment of auditory 


a iscrimination will be discussed under STAGE 1. (pp. 94-7) 
agnosis may need d visuo-motor perceptual problems the 
ment by an educ ato be taken to PHASE ur, which usually implies specialist assess- 
Visual-motor Gi cational psychologist. Tests used at this level will involve the Bender 
Percept Jestalt test, the Frostig Developmental test of visual perception, the Purdue 
skills in general ee . and the Benton Visual retention test. If the child's communication 
E idence seem poor the //linois test of psycholinguistic abilities may be given. 

This is likely ı programme at Prise ii level is also presented in the book by Tansley.* 
Ordinary sch te be of use to teachers in special school situations rather than the 

Y school setting. 


ifa chi 
di hild reveals grave visual an 


ual-motor surv 


younger slow learning or 
mmended to read the 
f the tests listed below: 


Te: 

Acl s 5 4 

percor iss who are mainly concerned with 

allore; ually handicapped children are reco 
án I 

g books and to examine at least one 0 
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Cuazan, M. (ed.) (1970) Reading readiness, Swansea, University 
College Publications. 

DownixG, J. and TuackRav, D. (1971) Reading readiness, London, 
University of London Press. 

TANsLEv, A. (1967) Reading and remedial reading, London, Routledge. 

WEDELL, K. (1973) Learning and perceptuo-motor disabilities in children, 
London and New York, Wiley and Son. 


Test material 


Frostic, M., et al. (1964) Developmental test of visual perception, Windsor, 
NFER. 

Frostic, M., et al. (1966) Programme for training visual. perception, 
Windsor, NFER. 

Gates, A. and MacG rrie, W. (1968) Readiness skills test, Windsor, 
NFER. 

Tuackray, D. (1974) Reading readiness profiles, London, University of 
London Press. i 


STAGE 1 


Reading ability just measureable. Reading age 5+ to 6+ years 

according to test used. i 

QI Basic sight vocabulary Check the extent of the child's present sight 
vocabulary of commonly used words. This is done most easily by 
presenting the first 12, then the next 20 words, from the hey words 
list using separate flashcards for cach word. Note the words 
already known by the child, and also any gaps in his know- 
ledge. The words may be found in the booklet by McNally and 
Murray (see below), or in the Teacher's handbook for the Lady- 
bird reading scheme (Wills and Hepworth). (pp. ! ymo 

Q2 Readiness for phonics A ‘readiness for phonics test’ is included in 
the book by Tansley* and may be used by any teacher. 

In assessing phonic readiness, or in attempting to evaluate 3 

child’s present level of development of auditory perception, m 
following are usually examined: 


(a) Auditory discrimination 


Can the child detect the subtle differences which exist between 


speech sounds (phonemes) ? 
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It is i i 
in the irati. of d ee we ape 
eee aay tae OREN Ines; m eed, this is not 
ani hs ates a S eight years in many normal children, 
auditory discri i SON developeri: ame purpose in testing 
heee = pe ee is to make certain that it is adequate for 
stc d. leal bs ith reading using a phonic method. Where 
a ates " piod is very poor it is almost certain to be 

Dea Mie articulation in the child's speech. 
«end te B Beer ci pone oe gt has fregnentiy been 
aan r ie eo cading problems. For example 
slightly differ ac he child that the symbols v, f, and th have 
eae x ei sounds when a child cannot actually hear the 

Juntos es oping a method which courts confusion. 
Bilou vd MAIS may be assessed using one of the 
WKN DE SM ith à young or very slow learning child a test 

embodies picture material is most useful) : 


discrimination 40 word-pairs to be 


Wepman’s Test of auditory 
by the child. No 


Judged as same or different when heard 
picture material. (NFER) 
| peres and Ml Atkinson Domain phonic survey: sub-lest P5 
de pairs to be judged as same or different when heard 
i y the child. No picture material. Part of a very full phonic 
assessment. (Oliver & Boyd) 
Daniels and Diack Reading test 6 Not possible to 
E as the test only samples 12 sounds; 
al re material. (Chatto & Windus) 
m = icture hearing test Very simple 
T ) à National Institute for the Deaf, Gow 
aT hearing seems at all deficient as revealed by the 
spécislix sacher is strongly advised to refer the individual for 
st examination. For methods and materials to train 


auditorv M : "s 
tory perception see pages 94-7. 


give a detailed 
but it does use 


to apply. Available from 
er Street, London. 


(b) Sound-blending 


Ca ahs 
Thi the child blend speech sounds heard int 
s skill has been found extremely impor 
reading.10 3 
Suitable tests for use: 


o meaningful words? 
tant for progress in 
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Sub-test 3 in Tansley's book* (Routledge). 

Phoneme blending test, D. Moseley. 

Sub-test 12 in The Illinois test of psycholinguistic abilities (NFER). 

The Roswell-Chall Auditory blending test (New York, Essay Press). 
A teacher who cannot obtain any of these tests can still devise 

her own material, bearing in mind that she wants to know how 

many sounds presented in sequence can be synthesised by the 

child; for instance, can he blend two sounds, three sounds, four 

sounds, g-o, sh-o-p, l-i-tt-le? The tester simply sounds out the 

word and the child must blend it; reading is not involved. 


The child who cannot progress beyond three sounds is likely 
to have difficulty with word-building. (p. 122) 


(c) Short-term auditory memory 


The importance of this ability has already been stressed in 
relationship to oral language development. A very poor auditory 
memory span can be one reason for failure in sound-blending 
as described above, and can cause difficulties in word-building 
and in comprehension. It is usually worth including an assessment 
of auditory memory span in the diagnosis of reading difficulties. 

The standard procedure for the assessment of short-term 
memory span is to apply a digit repetition test. Such a test 
should be used as a rough screening procedure, not to attach an 
exact age level to the child's performance, but to find out if the 
child's memory span is very much below average for his age- 
A child who cannot repeat more than 3 or 4 numbers in correct 
sequence having just heard them may well experience difficulties 
beyond the elementary stages of word-building; and may, as 
Moscley? points out, have difficulty in processing anything other 
than very short simple written or printed sentences. 

The following test is adequate for the purposes of assessment; 
the age levels should be regarded as tentative. Three trials are 
given at each level; that is, if a child fails on the three-digit 
item in set 1, he is given the three-digit item in set 2, and if he 
fails that he is given the equivalent item from set 3. Set l 1s 
used throughout until failure is experienced, then the tester gives 
second and third tries from sets 2 and 3. The following age 
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levels indicate the point at which most children of that age can 
succeed with at least one correct repetition out of three trials. 


By chronological age 3 years 2 digits 
4 years 3 digits 
5 years 4 digits 


6/7 years 5 digits 

8/9 years 6 digits 

11 years + 7 digits. 
In applying this test one is looking for failure below 4 digits. 
Present the sequence without rhythm at one digit per à second. 


Set 1 Set 2 Set 3 

7 4 9 

3-5 5-7 4-9 

6-1-9 2-8-1 3-7-4 

1-2-8-3 6-4-3-9 5-8-2-7 
5-4—7-9-9 8-1-9-5-7 4-1-8-7-3 
853-5-0 27] 5-3-7-6-2-4 9-1-6-5-2-8 
5-7-1-9-9-4-8  9-9-8-4-7-1-6  7-3-1-8-2-9-6 


If a child has no serious short-term. memory deficiency the 
aim will be to teach him to sound and build words successfully. 
Ifa child has a marked deficiency in memory span it will have a 
bearing on the teaching programme; at times it is one of those 
deficits which need to be bypassed. (p. 61, p. 122) 


(d) Basic phonic knowledge 
Check the child’s knowledge of common single letter sounds. 
Does he confuse sounds with names? Does he confuse (reverse) the 
letters 6 and d? Note any gaps or points of confusion in the 
child’s performance. i 

Test material is hardly necessary for this assessment since the 
lower-case letters can be presented on separate cards made by 
the teacher. However, the following sources may be useful to some 
teachers: 


Daniels and Diack Test 5 (Chatto & Windus). ine 
Test PSI and PS? from the Get reading right battery, S. Jackso 


i: 4 ired. 
(Gibson) - This can be carried out asa group assessment if requir 


THE REMEDIAL TEACHER'S HANDBOOK 


Sub-test 1 from Neale's Analysis of reading ability (Macmillan). 

A slightly different assessment at a more basic level is to ask 
the child to point to the correct letter for a sound which you 
dictate, or to write down the letter which makes that sound. 

(pp. 113 and 116) 


(e) Basic word-building skill 
It is desirable to find out if the child can begin to sound out and 


build words which he has not seen before. 


Daniels and Diack Test 7a provides some simple words for this 
purpose. 


The early parts of Schonell’s Test R5 may be used. 
Test P1 from the Domain phonic survey. 
Test PS5 from Get reading right. (pp. 116 and 120) 


STAGE 2 


Reading age approximately 6 to 7 years. 

It is possible for a child to have reached this stage of reading 
development mainly by a whole-word (look and say) approach; 
therefore the phonic readiness assessment outlined in STAGE ] may 
still be useful here. 


Ql 


Basic sight vocabulary There may be gaps in the child’s recognition 
of the first 100 Key Words (McNally & Murray). Check this 
over a period of sessions with the child, noting gaps for future 
teaching. 

Phonic knowledge Does he know all the common single-letter 
sounds? May be worth checking auditory skills as indicated in 
Srace 1; judge the need for this on individual merits. 
Word-building skill Check the child's ability to analyse and syn- 
thesise words. Does he ‘sound and build’ without being told to 
do so? Can he do so if encouraged? How does he tackle un- 
familiar words; has he a system? Has he developed any useful 
‘phonic sight habits’, for instance, does he read the word string 
as s-l-r-i-n-g or str-ing (the second being by far the more 
efficient) ? 

Suitable tests: 


Domain phonic tests PI and P3 
Get reading right tests PS5| PS6]PS7 
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Daniels and Diack tests 7b and 7c 
Schonell Tests R and R6 
Neale's Analysis sub-test 2 


Also. 1 insi i i 
No » obtain some insight into the child's word attack skills, 
[o ext, z c i i 
: context, and comprehension from hearing the child read 
rom his book. 
Does I 
s he rea ly al i 
ia ne ri id too slowly to gain meaning from the sentences 
too fast) ? 
Does he tire of 
ae he tire of the task very quickly? 
oes he read with 2 3 ior i 
c ith any expression? g 
CN y expression? Does he ignore punc 
If child" adi : 
asm nes reading age is near seven years it may be worth 
T g the Neale Analysis of reading ability with particular 
: hx to comprehension and rate. 
N.B. Between STAGES , i i i 
A a T Sraces | and 2 the Doren Diagnostic reading test may be 
ped ul. It assesses a wide range of skills, including letter recog- 
» beginning sounds, whole-word recognition, words-within-words, speech 


consonants, 
vowels, sight words and discriminate 
a it is available to teachers 


fe inal sounds, blending, rhymin, 

E 2 Although this test is produced 
" un k 9 rati nj $ j: 

try from Education Evaluation Enterprises of Bristol. 


Stace 3 


Readi 
ding age approximately 7 to 8 years. 


Basi EE Y 
isic phonic skills already developed, or de 


skill 


Ql 
Q2 


veloping. Word attack 


i ati 
in not fully proficient. 

it see ^ ic si 
xt cems necessary, check basic sight vocabulary 
nificant gaps. i 
Detai 
3 a assessment of phonic knowledge 
DA necesar y check knowledge of comn 
E ir ss systematically the child'ssight kno 
child igraphs and blends. These may each 

on a separate card: 


for any sig- 


non single-letter sounds. 
wledge of the follow- 
be presented to the 


bl 
br cl cr dr fl gl gr st ch th sh sp SW pop 


tr s T 

E m sl fr wh sn sk sc tw 
r 

I scr str thr spl squ 


esentation. 


JE i Je 
here is no significance in the order of pr 
hild has not yet 


N : 
Mite the digraphs or blends which the c 
€red as phonic sight habits. 
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If a teacher strongly objects to testing phonic sight habits in 
isolation the same knowledge may be obtained using any of the 
tests below, which embody the same units within the setting of 
a real word. It must be pointed out, however, that a child 
reading a word like screw correctly may know that word by 
sight, but has not generalised the unit scr as a sight habit. 

Suitable tests: 

Domain phonic tests P2, P4 

Get reading right PS7|PS8| P59 

Daniels and Diack Tests 7b, 7c, 7e 

(c) Word-building skill Ability to deal with polysyllabic words, 
or words with common component units. Suitable tests: 

Get reading right PS10/PS11 

Neale's Analysis sub-test 3 

Daniels and Diack Test 7d 


Q3 Spelling ability 


Suitable tests: 
Schonell Spelling tests S1, S2 
Daniels and Diack Test 11 


Q4 Comprehension 


Suitable tests: 
Neale's Analysis of reading ability 
Daniels and Diack Test 10, 12 
Edinburgh reading test. Select for appropriate age level. 


STAGE 4 


Reading age 8 to 9+ years. 


aes P ary 
A reasonable reader (semi-literate) who has reached a tempor? y 


plateau or who has specific weaknesses. 


Q1 The reading age of 8+ years is not uncommonly follow 


ed by 4 


plateau where very little measurable progress is made in spite 
frequent reading practice. It is at this stage that the diagnost! 
technique of error analysis is extremely useful. ; 

Listening to children read has always bcen, and will cont E 
to be, a very important part of the teaching of reading. ES ; 
are going to spend valuable time listening to a child rcad, how 
may we gain maximum information from the situation? Ideally: 


nue 
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if the child reads aloud we should be able to detect any con- 
sistent pattern of errors emerging from his performance. This is 
not easy to do if the child only reads to us occasionally, or if he 
reads only a very small amount at any one time. We tend to 
correct his errors as he makes them, and we may help him to 
develop some system for attacking unfamiliar words; but we 
don't notice that there is a common pattern of failure running 
through his word recognition and word-building skills. 
Monroe! was one of the first reading specialists to recognise 
the fact that if a child has specific weaknesses in reading they 
are likely to persist for a very long time unless something is 
done to remedy the fault and fill the gaps in the child’s know- 
ledge. The value of error analysis was also recognised by Neale® 
who developed it as one feature of her test of reading ability. 
Before studying the example below it is important to stress 
that the analysis technique is of little real value with children 
whose reading ages are low; they will tend to make every type of 
error at some time. The technique is of maximum value with 
pupils who have reached a plateau with reading ages between 
eight plus and nine plus years. It usually highlights exactly where 
the child is still having difficulties and precisely what needs to be 


taught. 


EXAMPLE " 
(Child's errors are recorded below the line. The small roman 


numerals refer to the error category given in Fable 1, which 
follows this extract.) 


"Sammy stopped and had a look and what he 


(stop)vi (at)x 
saw made his head go round and round. 
(was)s/c iv (hand)iii (around)v 
It was a rickety old wooden bridge m 
rei (wood)vi (drig)iv [iii 
high up in the air ONE ee SERO, Mii 
(h-i-g)iii (a..)üi (fäi 
Of the E had fallen away so that it was all 


(woods)v 
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on one side. "My head goes round 
(no)iv (sid)i (hand) iii (go)vi 
just when I look at it.” cricd Sammy miserably. 
(jut) iii (said)x ref vii 
MT can't go across there”. Mr. Buffin 

(can)vi (gel)x ref vii 
thought hard. "DH tell you what we will do. 
(ff...) ii (hand) iii 
We'll cover up your eyes so that you won't see 

(cof)ii/vi (eye) vi 
anything. Here's my coat, ... this will do the 
(anybody)x (here) vi 
trick." 
(track)i 
So with Mr. Buffin's coat over his boiler 
(B ...) ref vii (off )ii/vi (d ...)iv 

he steamed back over the 

(st-e .. Jiii (dack)iv (off )ii/vi 
bridge which swayed and creaked ina 
(can’t remember) (stays) iii/vi (crack) iii/vi 
frightening way. Mr. Cornblower and Mr. Buffin 
(th-inking) iti]xi ref vii (Baffin)! 
clutched each other as they looked 
(crt-crut) iii/vi ref iii/vii ref vii (look) vi 
with horror at the river far below. — |, 

(hor-or)xi . (f-a-rüii (de... blow)iv|N) 


(Note: s/c = self corrected; ref = refusal) 


In order to obtain the sample and collect the errors a story or 
passage which is probably a little too difficult for the child, and 
at least 120-150 words long should be selected. Additional in* 
formation can be added to the analysis table when the child reads 
from his own book at other times. In sorting the errors into the 
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various caregories below one needs to keep in mind the question, 
What is it in the original word that the child has failed to recognise or 
has rendered incorrectly? 


Table 1. Analysis table 


. Faulty vowel ija oju + silent ‘e’ rule 


Faulty consonant | fjv f/th v/f v/f v/f 


iii. Faulty digraphs 
and blends -ea- -ea--igh st/sw th/fr -ar- 


-ca- -ca- -dge cr/cl -st -ar- ai? 
E oi? Ought? 


iv. Reversal was/saw d/b djb 
d/b no/on 


. Sounds added 


jd. S i et -en -er ^ 
ounds omitted | -ed -'t -er -s -s -er -er -ed -ed 
-ed -e- -es 


vii. Refusal rickety air miserably Buffin thought boiler each other 


- Words added 


ix. Words omitted 


. Contextual guess | at/and cried/said go/get anybody/anything 


. Unidentified thinking horror 


CONCLUSIONS FROM EXAMINATION OF THE ANALYSIS TABLE 
(a) Principal area of difficulty (and therefore area of major 
instructional need) is concerned with vowel and consonant 
digraphs and blends. It would be uscful with this child to check 
out fully the phonic sight habits using the digraph and blend 
cards suggested in SrAGE 3 (Q2b). (pp. 114, 119, 122) 
(b) The child shows a marked tendency to ignore word endings 
as revcaled by category vi. (p. 120) 
(c) A tendency to reverse b and d and certain ‘reversible’ words. 

A very common difficulty with backward readers. (p. 121) 
(d) A certain confusion over the sound-symbol relationship for 
v- f-th. Does this show up also in the child's speech? Is this an 
auditory discrimination problem? (p. 49) 
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Word Attack Skills 
Suitable tests: 

Get reading right Tests PS10 and PSI. 

Spelling ability 

Suitable tests: 

Schonell Graded spelling tests S1 or $2 (Oliver & Boyd). 

Schonell Graded dictation tests: or Tests 14 and 1B (Macmillan). 

Comprehension 

Suitable tests: 

Wide span reading test A. Brimer (Nelson). Age Range 7-15 years. 

GAP reading comprehension test J. McLeod and D. Unwin (Heine- 
mann). Covering reading comprehension ages from 7 years 
8 months to 12 years 6 months. 

Edinburgh reading test: Stage 2 or Stage 3 (University of London 
Press). 

Neale’s Analysis of reading ability (pp. 123-5) 


STAGE 5 


Reading age above 93 years. 


This can scarcely be regarded as a remedial/diagnostic problem if 


the 


QI 


Q2 


child is actually reading up to an adequate age-level. 


However, assessment of comprehension is relevant. Is the child 

able to read with understanding and with enjoyment? What 15 

his general attitude to reading? Is he a reluctant rather than ds 

incapable reader? What can we provide to catch his interest? 

(Appendix 6) 

The tests listed for comprehension at SrAGE 4 are also suitable 

here; so are: 

NFER Reading comprehension Test DE (10-12 years). 

NFER Reading tests EH 1-3 (1 l-15} years) (Ginn & Co.). 

Edinburgh reading tests: Stage 3, 4, 5 (University of London Press). 


Spelling ability 


Spelling tests listed above for STAGE 4 are suitable here. Specific 
help in spelling may be needed for certain pupils. (p. 132-9) 


on 
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Case studies 


l. David Chronological age at time of testing 8 years 6 months. 
(i) Reading level Reading age 7-2 years (Daniels and Diack Test /). 
(ii) Verbal intelligence Verbal IQ 114 (Young's WN.R.I.T.). 
(iii) Vocabulary level Vocabulary equivalent to that of an average 
nine year-old (Crichton). 

(iv) Basic sight vocabulary (Key words list) David has a very good 
grasp of the first 150 words, with the following exceptions: 

off of for—all confused 

what where were when with—all confused 

right—not known at all. 
(v) Phonic skills 

(a) all common single-letter sounds known; 

(b) knows most of the common initial consonant digraphs and 

blends by sight, but some uncertainty with: sp sk st sir spr. 

More difficulty with endings, especially -ng -nd -nk; 

(c) auditory discrimination (Monroe Test) — perfect ; 

(d) phoneme blending (Moseley Test) — perfect ; 

(e) short-term auditory memory (Digit Span) —normal for age. 

Points (c), (d), and (e) indicate that there is absolutely no 

reason why David should not continue to make progress with 

à predominantly phonic approach. 
(vi) Word-building skill Poor. He lacks system 
(vii) Spelling ability Spelling age 6:8 years 
Test 11). Slightly below reading age, but not markedly so. Some 
indication of lack of ability, lack of experience, or lack of con- 
fidence in applying his existing phonic knowledge to the task of 
Spelling. Some of his errors indicated a possible visual-sequencing 
difficulty (the correct letters were present but some in wrong 
order). When David was asked to look at these words afterwards 
he said that ‘They look right’. Testing ability in visual sequencing 
did in fact show him to be rather weak in this process; but this 
Weakness is likely to be helped by some of the general advice given 
below, 
(viii) Conclusions David is typica 
Necessary sub-skills to make good progres 
of unfamiliar words, but fails to make use o 
fo any great extent, preferring to cling to look-and 

I$ reading errors reveal that he very frequently 


(Schonell R5). 
(Daniels and Diack 


| of the child who has all the 
s with phonic decoding 
f his phonic knowledge 
-say techniques. 
guesses at new 
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words from a quick glance at the first letter with some vague 
help from the context. He makes little use of the information 
provided by the middle and the ending of a word. : 
He is reading Flamingo Book 3 which is just appropriate for his 
reading level but in general contains too few phonemically regular 
words for him to experience much success in sounding and building 
words not already known by sight. 
(ix) Specific advice Supplement his present scheme with extra work 
to develop ‘word-study techniques’. It may be that a few other 
children in his class will benefit from such help and they could 
work as a small group for the following activities. Worksheets or 
workcards with exercises requiring the child to supply the correct 
middle vowel or the correct endings of words will help to pem 
attention on the skill which he needs to develop. The Brick-Wa 
Game II and some of the Snake Games from Stott’s Programme 
Reading Kit would fit in well at this stage. 
He takes his book home already cach evening, could he pn 
take home a few words to learn to read and to spell? dies 
five or six words grouped according to visual or phone " 
similarity (‘word families’) would be helpful, for example, wo! fy 
illustrating the silent e rule, or the ar unit. I would pend 
make use of phonic dictation with this child, not as a tes sa 
procedure but to train him in careful listening to the pacem 
order of sounds within words. The material from the word : 
taken home would form the basis for such phonic dictation. -— 
(x) Materials Alongside the Flamingo Books usc The Look Out eis 
(Gibson) from Book 2 to Book 6, since these will provide suce 
with the sounding and building of new words. d from 
Select suitable exercises from Sound Sense (Arnold), an know 
the ‘c’ books in the Ladybird scheme from Book 5c onwards. I vd 
that you have the series Sounds for Reading (Nisbet) in A: vado 
and the teacher might find some suitable material for wore $ 
in the Teacher's Guidebook at Level 3. useful 
Several of the Remedial refresher cards (Gibson) would vi cach 
work assignments, provided some teaching had precede 
unit. 


] " y ths. 
. Shaun Chronological age at time of testing 9 years | lom 


(i) Reading level Reading age 5-2 years (Daniel and Diack Tes! 
(ii) Verbal intelligence Not tested owing to lack of time. 
(ili) Non-verbal ability Performed at average 8 year level ( 
Coloured matrices) . 


Raven * 
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(iv) Vocabulary level Level equivalent to that of an average six- 
year-old (Crichton Vocabulary scale). 

(v) Basic sight vocabulary (Key words list ) Very limited. He still 
does not know he in is it of that was from the first dozen 
words in the list. 

(vi) Visual discrimination T his was assessed because Shaun appeared 
to experience difficulty in actually perceiving the words while 
reading the Test / and the Key words list. Daniels and Diack 
Test 4 was used, and apart from two reversals his performance 
was correct throughout. It might be worth having his vision tested 
if this has not been done recently, but it is unlikely to prove a 
major factor in his reading failure. 

(vii) Phonic readiness 

Auditory discrimination. Very poor. This is likely to be a serious 
problem when taken together with the next deficit (Wepman’s 
Test). 

Phoneme blending. Very poor. Could not blend even the three- 
letter words (Moseley's Test). 

Short-term auditory memory. Only just passed at the 5 year level 
(Digit span). 

(viii) Phonic knowledge 

Shaun does not know with any degree of certainty the following 
letter sounds / n u e o g p v » b d. 

(ix) Word-building skill 

Shows no ability at all in word-building, even after encourage- 
ment. 

(x) Conclusions and specific advice . 

"This boy's general language level is significantly below his non- 
verbal ability, and the reading deficit is just one symptom ofa 
general backwardness in language skills. His audio-phonic 
problems indicate that he may need to be taught to break up 
and build words using larger units than single letters and digraphs. 
Exercises which will help him to find ‘words within words’, to 
recognise syllables by sight, and to study word families may help. 
I would tend to continue with a predominantly whole-word 
(look-and-say) approach until he has developed at least a basic 
sight vocabulary of around 50 words. I strongly recommend a 
Structured use of the language-experience approach in which 
Shaun will make books connected with his own interests and 
link writing with reading. As his reading ability improves he can 
gradually move on to a suitable reading scheme. 
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It is still necessary to teach him the basic letter sounds which 
he doesn't know at the moment. Early items from Stott’s 
Programmed reading kit will be useful, together with as much 
phonic teaching from the material produced in his own books 
as possible. Even though Shaun is almost ten years old the use 
of flashcards is to be recommended to increase his sight vocabulary. 

He is likely to need a great deal of praise and encourage- 
ment as well as careful grading of work if he is to experience 
success. He is already strongly identifying himself with the role of 
‘reading failure’ and sympathetic counselling will be an im- 
portant part of his remedial therapy. 


Suggestions for further study 


(a) Carry out the appropriate sequence of diagnostic testing for a 


backward reader in your class. 


(b) Write up the report in the form suggested by the case studies at 


the end of this chapter. 
Always mark such reports CONFIDENTIAL. 


Always give the name of the test used, particularly for measuring 
reading ability, spelling ability, intelligence, etc. 
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5. The appraisal of written language 


Written language is man's highest attainment in verbal symbolization.* 


This chapter may cause teachers who are zealots for free/creative 
writing to hold up their hands in horror. It is timely to put in a 
reminder here that this book is concerned 
and the pupils under consideration are those 

The able child, and the slow learner w 
literacy, will find creative writing an essential and purposeful pursuit. 
For the child with severe difficulties in this area it can be a highly 
frustrating activity with little reward; much direction from the 
teacher is vital for such a child in the carly stages of writing develop- 
ment, if the activity is to be meaningful and if it is to lead to any 
progres 

Diagnostic assessment should—but seldom does—extend quite as 
much into the area of written work as it does to reading and 
mathematics. Observation of the particular difficulties which a child 
may have in ‘getting his ideas down on paper’ is an essential part 
of diagnostic teaching, Writing ability frequently lags behind progress 
made in reading because we are less positive and systematic in our 
teaching in this area, 

Very little has been provided for the te: 
normative data on appropriate levels of performance in written work 
to be expected at given age levels, Many years ago Burt,? and later 
Schonell,1215 gave samples of compositions considered ‘typical’ for 
pupils in the age range seven to thirteen or fourteen years: but even 
at the time they could have been only at best a very rough 
guide. Burt quite rightly pointed out in the 1920s, ‘Of all school 
subjects English composition is one in which individual variation is 
widest’ (p. 435) 2 Schonell devised a scor 
based on (a) content, (b) Structure, (c) 
for such measures as ( 
sentence, (c) 


with remedial teaching, 
with learning difficulties. 
ho has attained adequate 


acher in the way of 


ing system for compositions 

accuracy. Burt gave norms 

a) length of essay, (b) average length of 

quality. It is extremely doubtful whether these norms 
64 
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would have any bearing on present-day standards with greater and 
earlier emphasis placed upon creative writing. However, the four 
chapters devoted by Schonell?? to written English are still very useful 
reading. 

Myklebust?’ provides the only recent normative data on the 
written language of individuals aged between seven and seventeen 
ycars; and these are based on the results of children working on the 
Picture story language test.7 In this test a standard procedure is adopted 
which requires the pupil to write as much as he can about a 
stimulus picture which shows a boy arranging miniature furniture 
and figures on a table top. The test can be used with small groups, 
and usually takes approximately twenty to thirty minutes to ad- 
minister. Since the norms relate to American populations they need 
to be viewed with some degree of caution if the test is used with 
other ethnic groups. 

Picture material can be used to stimulate written work even if 
norms are not consulted. If the aim is to obtain a reasonably objective 
assessment of what the child can write unaided the picture would be 
presented without discussion (unlike a teaching situation). 

If we observe the difficulties which some pupils exhibit when left 
to produce frec writing unaided they may be summarised under the 
following headings: 

(i) problems in organisation of the content ; inability to state clearly 
in a logical order the points to be made in a story, description, or 
factual account; 

(ii) a very restricted vocabulary which limits the possible range of 
expression. The actual vocabulary used in writing may appear even 
more restricted than the child's oral vocabulary owing to inhibitions 
about spelling; the child is stuck with the words he thinks he can 
Spell; 

(iii) a very restricted range of sentence structure ; 

(iv) difficulties with grammatical accuracy; 

(v) difficulties with spelling; 

(vi) difficulties with handwriting ; 

(vii) lack of interest and motivation; very little produced; no sense 
of satisfaction. 

All these features can be observed reasonably objectively, and each 
has implications for teaching. 

If a teacher is concerned with items (i) to (iv) above, it will 
Obviously be necessary to obtain a sample of written expression in a 
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‘freewriting’ situation. The sample is then evaluated (albeit sub- 
jectively) to discover the extent to which a child cannot yet organise 
his ideas, has a limited expressive vocabulary (especially a lack of 
adjectives, adverbs, and Prepositions), and has a stilted and over- 
used sentence pattern to serve all purposes. If, however, the teacher 
is concerned with spelling or handwriting the relevant information 
could be obtained from a group through the use of dictation 
passages. Suitable material is provided by Schonell and Peters.1? 


In general, it is obviously unreasonable to expect the standard 
of written work to be above the level of reading 


ibed in detail later in this book. 

Teachers of less able children frequently ask ‘How fully should I 
mark their written Work? Should all errors be pointed out and 
corrected ? 


The first point to make is that if the advice concerning ‘freely 
guided writing’ as opposed to ‘free w 
the number of mistakes made by t 
and marking is less of a harrowin 
that there will be tim 


an outside visit (see page 69), or at 


orin first writing the plot for a little story or play; on 


: 3 Y find associations between the 
Crimson strictures across his writ 

i : lung and yesterday's t nd feel- 
Ing that it represented’ (p, 131). 7 neho 
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and experience, a defect in spoken language, backwardness in read- 
ing. or from a specific disability, which in its extreme form is usually 
referred to as dysgraphia!!* (in the same way that a specific and 
extreme form of reading disability may be referred to as dyslexia). 
Acute difficulties with writing and spelling are frequently associated 
with genuine cases of dyslexia. 


Spelling 


In the matter of spelling pupils seem to fall into one of three main 
groups: (a) those who without conscious effort appear to develop 
spelling *insight through their normal auditory-visual experience of 
language, (b) those who do need some form of regular help in 
order to develop this insight, and (c) those who spell so badly even 
in relationship to their reading ability that their problem is obviously 
duetoa definite, and sometimes specific, disability in this field. Pupils 
falling into one of the last two categories are not confined to the 
least able groups or classes; nor are they necessarily very poor 
readers, 

Factors associated with spelling disability appear to be: 
(i) Low functional verbal intelligence, meagre vocabulary and a poor 
level of language development; 
(ii) Poor reading ability; 
(iii) Weak powers of visual imagery and recall; 
(iv) Over-dependence upon phonic aspects—‘stayshun’; ‘thay’; 
'sed'— (as Peters! states, spelling depends on visual, not auditory 
imagery. To sound out a word is to court confusion’ p. 78); 
(v) Dependence upon visual pattern without checking against sound 
values within the word ; correct letters may be there but in the wrong 
order, child will say the word ‘looks all right’; this may also indicate 
Poor visual sequencing ability; 
(vi) Faulty visual habits, careless attention to detail, poor directional 
attack in reading and a tendency to reverse; 
(vii) Speech defects and poor articulation—is he saying the word 
Correctly? 
(viii) Auditory problems (especially auditory discrimination) —is he 
hearing the word correctly? 
(ix) Poor sound blending ability; 
(x) Emotional and temperamental attitude—does he care in the 
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slightest whether or not he can spell? Has he already identified with 
‘poor speller’? . . 

rera is often difficult, particularly since it is Hs 
common for one pupil to be subject to several of the above 
difficulties. Within a remedial situation it is usual to carry out a 
careful analysis of a child's actual spelling errors to determine what 
form of word study help is likely to be of benefit. Such analysis can 
be performed on the errors made in sevi 
material, supplemented by informatio 
child's free writing. 

The following 
of spelling errors: 


eral paragraphs of dictated 
n from the mistakes in the 


i i analysis 
categories have been found useful in the analys 


Reasonable phonic alternative 
Transposition of letters 
Omission of letters 

Insertion of letters 


Consonant error (including digraphs/blends) 
Vowel error (including digraphs) 

Reversals 

Single/double letter errors 

Repetition of letters or Syllables 
Unrecognisable letter shape. 


So g; 911 
Pic of error analysis is well covered by Peters. d 
uggest that the main priorities in the teaching an 


ch correct letter formation 
: riting and, finally, to improve the 
child's self-image. Obs of the very laboured efforts of the 


U response: the more a person writes 
thought has to be centred on the 
can become habitual, that is, com- 

80 through the process of skill 


(and spells correctly) 
task of spelling. ‘Befo 
pletely automatised 
learning? (p. 75) 10 


the less 
re spelling 
» it has to 


Useful material for testing spelling has been described in the 
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sections dealing with reading. The tests are repeated here without 
description. 
Graded spelling test 11, J. Daniels and H. Diack (Chatto & Windus). 
Graded spelling tests, F. J. Schonell (Oliver & Boyd). 
Diagnostic tests of spelling, S4, S5, S6, F. J. Schonell.'? 
Spelling test 1A (irregular words), Spelling test 1B (regular words). 


and Graded dictation tests A to F, F. J. Schonell." 
Graded spelling test and dictation passages, M. Peters.! 


Samples 


Thesamples presented here are fairly typical. The reader is referred to 

a publication by Cotterell? where other examples are provided and 

interpreted. 

l. John K Chronological age 12 years 6 months. Reading age 
8-1 years (Schonell R7). Spelling age 6:3 years (Schonell 57). 


today we went to the ipswich museum* and we sor a lote of 
finsy and the man sed Dont tuchr and we sor the debroom 
and the fat man sed Dont linr on the polichd fonuch and i haD 
à God timr we wenD to see the Duksr and we gavr the Duksr 
the Pecos of Breb that we Did not wont Befo we wendf t homr 


we plad hidsnsek and climir the theres 
(No punctuation used throughout.) 


Translation 

Today we went to the Ipswich Museum, and we saw a lot of 
things. And the man said, ‘Don’t touch’. And we saw the bedroom, 
and the fat man said, ‘Don’t lean on the polished furniture’. And 
I had a good time. We went to see the ducks and we gave the 
ducks the pieces of bread that we did not want. Before we went 
home we played hide-and-seek and climbed the trees. 

Consider (i) the marked discrepancy between reading ability and 
spelling ability; (ii) organisation of the material; (iii) the types of 
error made; (iv) the frequent use of the capital D rather than the 
lower case d: (v) the frequent use of and. 


* Indicates two words already written on the cover of the boy's booklet and 


therefore copied. 
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2. Sidney R Chronological age Il years 8 months. Reading age 
7 years 2 months (test not recorded). Spelling age 6-8 years. 


are glassroom is small but it is all rot begoss there is owy 17 of 
us in have we have got to doors difre tichig mshes an a 

tip rotre we have a lot of piches on the wall a decplan of 
holday looklets we allso have are one loges. 


Translation 


3. John F Chronolo; 
but had previousl 
produced after ej 


gical age 22 years. Reading age not recorded, 


Y been an adult illiterate, This work (unaided) 
ight months of instruction. 


Pop singer and colou jeckti alls 
ther was refreshment} Pena te 


Translation 


There was an assort 


ment of noises coming from the house. Nothing 
xcept some music. 
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be in rhythm with the music. The room was very hot and you 

needed a drink. 

The house was decorated with coloured posters of famous pop 
singers, and coloured film shows projected on the walls. There was 
refreshment. 

Other examples of this man's errors taken from different material: 
Tsoport = Stockport; egorcason = education; fyou = few; quast = 
just; worlk = work; mennea = many; maicks shour = makes sure; 
pepol, pelpoe, peploe = people. 


+. Thomas H Chronological age 15 years 7 months. Reading age 
6-9 years (Schonell R7). Spelling age 7:3 years (Daniels and 
Diack 77). 
When itis nili christmas, I think that all the apens that you 
give to under poeple and your sefr. It was a gofoe moment 
when Jeisa was bon they selled bret when the new msiaer is 
her that why we sellib bret. And we think has christmas shild 
be geting drucer, them you will mise the apens, the children 
presand then you will think that christmas is senlding you 
money all the times. You can have a good christmas with 
out get drucer I men wot the pot of geting druc. You — 
colud have a fuyou drink. But dot sedn you money on think 
your children dot wont at all. Thay is no yous in bing 
your children think they dot wont at all. Wot I do is let them 
have wot they wont then eive boyd is apee. Then no body 
can sa that it was a bad christmas at all last year you be 
cbo to go to chersh. 


Translation 

When it is nearly Christmas I think that all the happiness that 
you give to other people and yourself. It was a joyful moment 
when Jesus was born. They celebrate when the new Messiah is here, 
that [is] why we celebrate. And we think at Christmas should be 
Setting drunk. Then you will miss the happiness, the children's 
Presents, and then you will think that Christmas is spending your 
Money all the time. You can have a good Christmas without getting 
drunk, I mean, what's the point of getting drunk. You could have a 
few drinks but don't spend your money on things your chil 
don't want at all. There is no use in buying your children th 
they don't want at all. What I'd do is let them have what they 
want then everybody is happy. Then nobody can say that it was a 
bad Christmas at all last year. You be able to go to church. 


dren 
ings 
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Handwriting 


Examination of the handwriting of children in the bottom streams 
of most secondary schools shows that handwriting is a skill which 
has been imperfectly acquired by very many slow learners. A child 
of high academic ability may have specific difficulty with hand- 
writing. At times, poor handwriting is symptomatic of poor motor 
co-ordination; and poor co-ordination is found in a few very able 
children as well as slow learners. 

There is no doubt that correct letter form 
particularly to those chil 

Poor handwriting can be a handicap for 
an academic course, 
ability in their subject from the quality of h 
found some evidence 


do influence the assessment of essays. 
à teacher must observe at first 


hods for forming letters. Consider 
is sitting posture, and 
© Paper. Observe how he holds the writing 
instrument, Consider, ‘Should he be using this style of handwriting, 
or is it causing particular difficulties?” 


Suggestions for further Study 


(a) Use the error Categories suggested on Page 68 and analyse the 
mistakes made in example (3) John F, What specific difficulties 
can you find to direct the teaching of this man from this stage 
in his development? 

(b) Give the com 


Position titles ‘Hom 
fly’ to a clas 


€ and "If I had wings and could 
ithin the age ranges eight to 
«order of merit a Y which comes half way down 
Ple). Compare it with those 


mposition should be 
‘ould precede the writing, and 


T vocabulary should be given. 


a 


^ 
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6. The assessment of number skills 


to attempt to cover 
me this size. We are 
y with number work and arithmetic. The tests 


Part of the chapter indicate some measures 


Which are available for Wider assessment. 


It is generally ag 
Specific difficulties i 


without foundations. ‘Teaching 
hat the child also becomes nione 
T System is and how it can help in 
f his environment? (p.149). 

faced with a child who has failed 
for one or more of the following 


tle Structuring of a ‘discovery 


hat he failed to abstract anything whatsoever 


(ii) The teacher's use of lan 
matical relat 


guage in explaining number and 
mathe H onships did not match the child's level of com- 
prehension. The child lacked the ability to internalise the material 
verbally. 


(iii) Abstract Symbols were introduced too early in the absence of 
74 
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concrete materials or real-life situations, or concrete materials and 
meaningful situations were removed too soon. As Lovell has said, ‘In 
some mathematical curricula it would seem that there is an attempt 
to force abstraction in pupils ... there is a danger that if mathematical 
ideas too advanced for their thinking skills and experience are 
forced on children they will either assimilate them with distortion 
or turn away from them in distaste’ (p. 17).* 

(iv) The child's grasp of simple number relationships was not 
fully developed before larger numbers involving complications of 
place-value, etc., were introduced. 

(v) The use of one particular type of structural apparatus was 
Over-stressed, and learning became too specific to permit general- 
isation to other situations. 

(vi) The child may have visual perceptual problems which have 
caused difficulties in appreciating pattern, configuration, accuracy in 
counting, and the correct position of number symbols (47 being 
confused with 74, etc.).3 1$ 

(vii) The child may also have reading difficulties and, therefore, 
have been condemned to a diet of ‘sum cards’ because he couldn’t 
read the problems on the assignment sheets. Teaching only a set of 
Computational tricks does not amount to efficient teaching; such 
tricks are usually rapidly forgotten since they do not constitute 
meaningful learning. 

With modern approaches to the teaching of basic number work 
and mathematics the need for regular assessment of individual 
Progress is greater than ever before. Periodic checks on the child's 
understanding of these new activities are essential ; and such checks 
usually involve individual questioning and demonstration. *Without 
this the teacher has little idea whether the pupil carries out an 
activity in rote fashion, through the help of other children, or with 
Partial or complete understanding’ (p- 189).* The point is also well 
made by Brissenden,? ‘Keeping track of their complex network of 
learning paths is a much greater challenge to the teacher than is the 
traditional pattern in which he needs only to record the place each 
child has reached in a sequence which all are following’ (p. 117). 
Teachers faced with the need for such individual assessment pro- 
cedures may find the Nuffield Mathematics Project Guides Check up 
i and II, the book by Fogelman,* Appendix 7 of Mathematics a 
lena Schools? and the Number readiness test in Eileen Churchill’s 

Oook4 


all useful source material. 
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Diagnostic programme 


As with reading, the diagnosis of number difficulties should ean 
to the asking of a series of relevant questions in order to cage j 
child’s present level of achievement and detect any areas o m 
nificant weakness. The answers to the questions should yield direc 
information for teaching. " aa 

As in the diagnostic assessment of reading, writing and spelling 
50, too, in the case of number it is v 


itally important to observe how a 
child tackles a particular task. 


Suitable tests may be selected from: 


Leicester number test (revised edition) by W. Gillham and K. Hesse 


(University of London Press). Norms to cover the age range 7+ to 
9 years, 


Nottingham number test b 
London Press). Nor 
Both the aboy 


y W. Gillham and K. Hesse (University of 
ms to cover the age range 9+ to 11 years. : 
€ tests are designed to assess understanding of basic 


Group mathematics lest by D. Young ( 
This test is Very suitable for children 
the 61 to 8} years 
age of 13 years, 
administered. Two 
administration to large groups. 

Graded arithmetic-mathematics test ( 
(University of London Press) 


This rather steeply graded test gives arithmetic-mathematics ages 
from 7 to 21 years. It is suitable for s 


Creening and coarse assessment 
at secondary school level. 


University of London Press). 
from a wide ability range in 
o for slow learners up to the 
involved as the test is orally 
t are available for simultaneous 


Decimal version) by P. Vernon 


Mathematics attainment lest A (Ginn for N.F.E.R.). Test No. 231. 
Manual 231A, T 


he test was Standardised in 19 
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is orally administered, and takes approximately 40 minutes to work. 
The material contained in the test covers a fairly wide range of topics 
(shape, graphs, estimation, etc.). Although the test does not involve 
reading it places fairly heavy demands on listening skills. Coefficient 
of reliability — -94. 

Mathematics attainment test B (Ginn for N.F.E.R.). Test No. 191. 
Manual 191A. Standardised in 1965 this test covers the age range 
8 years 6 months to 9 years 8 months. Oral administration takes 
approximately 45 minutes. Coefficient of reliability = :92. 

Pal N.F.E.R. tests for the older age ranges sce final section of this 
chapter. 


Puase II 


If the child's performance on the first test is very poor consider 
the following points. At this stage almost all the assessments will 
need to be made with individual children and using appropriate 
concrete materials, number symbol cards, etc. 

(i) Check the child’s grasp of the vocabulary associated with number 
skills, (See Appendix 1.) 

(ii) Check the child's grasp of conservation of number. 

(iii) Can the child sort objects given one attribute (for example, shape, 
Colour or size, ctc.)? I 

(iv) Can the child sort given two attributes (for example, colour 
and shape, etc.) ? 

(v) Can the child match a given group of objects up to ten by 
One-lo-one-matching 2 
(vi) Can the child count correctly actual objects to ten? to twenty? 

(vii) Can the child recognise number symbols to ten? to twenty? 
(viii) Can the child place the number symbols in correct sequence 19, 
ten? to twenty? 
vs. Can the child write numbers correctly fror 
of presentation)? to ten? to twenty? 
(X) Can the child arrange objects (or structural apparatus 
order of size? 
(xi) Has the child any grasp of ordinal value 
(xii) Can the child perform simple addition an 
elow ten ina written form? With or without apparatus, finge 
Tuy marks, etc. ? 


m dictation (random 
) in 
(fifth, tenth, etc.) ? 


d subtraction with numbers 
r-counting, 
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(xiii) Can the child ‘count om ina simple addition situation? 
(xiv) Can the child reco; 


gnise coins and paper money? ip Ip 2p 
5p 10p 50p £1? 


PHASE m 


If the child's performance on the first. tes 


if he is able to Succeed with most of the m 
consider the following: 


t was slightly better, or 
aterial in Pase 11 above, 


(i) Can the child carry out simple addition with numbers below ten 
and totals below 20? Does he do this easily and without finger- 
counting? (See One minute addition test below.) Can he do the same 
thing when the symbols represent small sums of money? Does he 
appear to know his number bonds as Correct habit responses? , 

(ii) Can he Carry out simple Subtraction as above? (See One minule 
Subtraction test below.) Is there a marked difference between his 
performance in addition and subtraction? 

(iii) How does he tackle the written forms of addition and sub- 


traction? Is he tied to one form of recording or ‘sum’, that is, to 
vertical or horizontal Presentation of figures: 


3 
E or 34-5- ? 


commutative law in addition (that 
does not matter). Does he, for 


example. 2 A 3 
P'ssebat 3+5 are bound to give the same 


v once that 543 and 
total? 


stand additive composition (all the possible 
Ways of producin, i 7 E e a 
TFDS 99 49 al); for example, 


Subtraction (743 _ cB Modes 

eb: 10. 10-723 : 

(vii) Cana child watch an Operation demonstrated using concrete 
material and then Write it dow 


"n in number form? 


-life Situation described to him 
Problem for himself in written 
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form? (For example, seven people were waiting at the bus stop. 
When the bus came only three could get on. How many were left 
to wait for the next bus?) Use numbers below 20. 

(x) Can the child recognise and/or write from dictation numbers 
up to 50? 
(xi) Can he tell the time to the nearest hour and half-hour? 
) Does he know the days of the week? The months of the year? 


PHASE iv 


If the child is able to succeed with most of the early items in the 
first test, or if he seems reasonably competent in many of the areas 
examined above, then consider: 

(i) Can the child read and write numbers to 100? to 1000? Can 
he read and write correctly larger sums of money (for example, 
The car costs 4,843; does he write *8004347) ? 

(ii) Can the child quickly write down a number which is *three 
more than’ or ‘four more than’ a given number? Check particularly 
When this involves a change from less than 100 to more than a 
100 (for instance, ‘What number is 5 more than 98)? 

(ii) Docs the child understand place value? With tens and units? 
With hundreds tens and units? 

(iv) Does the child understand place value as it relates to addition? 

(v) What method does the child use for subtraction of H.T.U.? 

(vi) Can the child recognise fractions, } 1} 1 36243 etc.? 

(vii) Can the child halve and/or double numbers mentally? 

(viii) Does he know his ‘tables’? 

e Can he add money mentally and give change by 'counting 
on? 

(x) Can the child use a ruler to measure and construct lines? 

(xi) Can the child carry out multiplication? To what level of under- 
Standing? : 

(xii) Can the child carry out division 
Standing? e 

(xiii) Can the child tell the time accuratel 
Problems involving time? 

In general, and at all levels, does the child appear to have been 
taught tricks ofcomputation which are rapidly forgotten as soon as the 
Material changes or the skill is not practised? 


? To what level of under- 


y and solve simple 
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One minute addition and One minute subtraction tests 


Many years ago Ballard! devised a One minute oral addition lest 
and a One minute oral subtraction fest, and provided norms for 
the age ranges 5 to 12/13 years. These tests required individual 
administration. Vernon! Provided some tentative revision of the 
norms in 1949. 

The tests printed below 


are designed for group administration and 
were standardised on a r 


epresentative sample of 1,894 children in 
the age range five plus to eleven years from fourteen primary 
schools in the north-west of England. Norms are provided in 
Appendix 3. Coefficients of Reliability (test/retest) : -92 addition; 
89 subtraction. The tests may be reproduced without infringing 
€ typed or written clearly on the sheet 
d writes his answers: they must not be 


These instructions should be followed 
the norms Provided. Give out the printe 
the paper face down on the desk; the chil 


if use is to be made of 
d answer Sheets, placing 
d writes his name on the 
ill later write the child’s chrono- 
he name). 
er your papers now. You see the adding sums? It says 
It is permissible to use terminology familiar 
and addition, take away and subtract are not 
suitable terms.) ‘When I say START you 
5 you can until I say STOP. Write your 


et these are take away sums, don’t 


Y one minute say 
j re that every child does stop. Collect 
1n papers for marking, 
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ADDITIO.N SUBTRACTIO.N 

241- 64+3= Q-l= 8-5 = 
l+4= 545- 5-1- 9-5- 
jap 6+2= = 10-4 = 
44+2= 24+7= 5-3= 9-4= 
344= 44+6= 6-2= 10-3 = 
243= 54+7= 2-9- 11-2- 
542- 843- 6—4- 10-6 = 
445= 44-92 7-2= 12-3= 
345- 746-7 6-l= 12-6 = 
24+8= 8+6= 7-3- 11-5- 
44+4= 948- 8-2- 13-3- 
2-5- 649- 7-5- 12-9 = 
1+8= 84+7= 8-3 14-6 = 
64+4= 945- 7-4- 17-8 = 
347-2 947- 9-3- 16-9 = 


The two books by Schonell are still of some value here, although 
g of mathematics have moved a long 
as an end in itself. (Diagnosis and 
and Diagnostic and attainment testing, 


current trends in the teachin: 
way from regarding arithmetic 
remedial teaching in arithmetic, 1957, 
4th Ed., 1960, Oliver & Boyd.) 

Clarke? suggested that in ad 
skills in arithmetic a complete eva 
consideration of levels of understanding, conce 
to the subject, interest and study habits. 

"The National Foundation for Educational Research has produced 
à uscful series of semi-diagnostic tests under the titles Basic mathematics 
fests A, B, and C (ordered as Tests 256, 257, and 252 respectively). 
These are published by Ginn. The first two tests, A and B, cover the 
age ranges seven to eight years and eight to nine years, and are 
orally administered. A recording grid in the test booklet allows 
Some interpretation of which processes and concepts have been 
mastered or are still to be mastered by the child. Test C is for the 
nine to ten and a half year old age group and does require reading 
ability in the child. The tests can be used diagnostically outside the 


Prescribed age ranges. 

The remaining tests summarise 
ment of attainment levels in mathematics. 
Department or Head of Mathematics may 


dition to assessing computational 
luation of performance will involve 
pt formation, attitudes 


d here are mainly for the assess- 
The Head of Remedial 
find them useful for 
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average and above average children. All require reading dena P 
the part of the child, and all take from forty-five minutes to an hou 
to administer, . T 
Mathematics attainment lest CI ( formerly Junior maths test CI Js Jr 2 
lished by Ginn for N.F.E.R. (Test 190, Manual 190A.) Standardise 


base, series, fractions, arithmetical processes and equations. : 
Mathematics attainment test C3 (Decimal version), published by Ginn 
for N.F.E.R. Age range 9+ to 10+ years. Covers computation; 
metric measures, graphs, fractions, time. (Test 215, Manual 215A.) 
Mathematics attainment test DEI (Test 253, Manual 253A). Age 
range 10-12 years. 
Mite attainment. test DE? (Test 228, Manual 228A). Age 
range 10-12 years, 
Mathematics attainment test EF (Test 263). Age range 1] years 11 


months-13+ years, Also required for this test: Answer sheets 263B, 
Marking key 263C, Manual. 


The Cocfficient of Reliability is above 
Bristol achievement tests: Mathematics ( 


These tests are well designed to a 
emphasised in mos 


The five Sections of each 


“90 for all these tests. 
"Thomas Nelson), 1969. ; 
ssess aspects of mathematics 


8 years-9 years 1l months. Level II 


) 9 years-10 years 11 months, Level III (Forms 
ll years |] months, 


The following items may also be useful within the diagnosis/ 
remediation context: 

Concept assessment kit: con 
(1968, Educational and I 
N.F.E.R, Test Agency, 

Evaluating pupils understanding 
Prentice-Hall) 5 

Chapter VII 
Myklebust (1967, Grune & 


servation, M, Goldschmid and P. Bentler. 
ndustria] 7 


of arithmetic, W. H. Dutton (1964, 


ohnson and H. R. 
Stratton and Heinemann), 
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test, one of the ] 
the N.F.E.R. M. i i 
i ; PER. 2 athematics attainment tests 
beet mathematics tests A, B, or C. BAUER 
onsider i arti Mes : 
fon ies crean the vocabulary and the sentence 
n ed in the orally- ini i i 
improvements. y-administered items. Suggest possible 
a child is very : 
Sine Sa very poor in number work it is commonly con- 
pecan a check should be made of his grasp of con- 
e DE and of discontinuous quantities (e.g. liquid 
Eevation te . Study some of the methods for assessing con- 
idm ete. he ‘books referred to on page 75 may help). Try 
aie 2. opema with at least one of your backward 
in eei oye de vi pany do you find that your use of language 
? 3 EAC! i > i 
implications? hild influences his responses? What are the 
Pply the 7 T 
d iiim minute addition and subtraction tests to a class of 
Tia X e After marking the answer-strips arrange the 
liom ies order. Compare the order with that obtained 
mig d er test of mathematical ability applied to the class, 
levelsof your own subjective impressions of the children's 
ability in computation. 


Referenc: ös 
l. Bau 
p LARD, P. B. 34 
2 RISSENDEN, T. 0333) The new examiner, London, University of London Press. 
- H. (1972) ‘Deciding the objectives of primary mathematics’ 


* Churg 
HILL, 
; E. (1961) Counting and measuring, London, 


* FoceLy 
IAN, K. OS 
R. (1970) Piagetian tests for the primary sc 


Cardiff, University Press. 


in Chaza 
: n, M. (ed.), Aspects of primary education, 
* Remedial Education, q. 


^WLEY, N. (1972) ‘Di 
No. 3, 29- a5, ee Diagnosing difficulties in number, 
CLARK 

, M. R. (1969) * Routledge. 
The Slow Léa f l 962) Ends and means in evaluating the teaching of arithmetic," 
rning Child, 9, 24-33 and 98-101. i j 
hool, Slough, N.F.E.R. 


London and New 


OVELL, K 
‚K. (1 
tke Hole 1271) dH groreth of understanding in mathematics, 
; Rinehart & Winston. d 
and J/, London, 


: Nuffield 
Mathemati 3 
athematics Project (1970/73) Checking up guides I 


urray and Chambers 
ndon, H.M.S.O. 


- Schools 
s Ci i = 
‘ouncil (1966) Mathematics in the primary schools, Lor 
H.M.S.O. 


London, 


Schools C; 
T Is Counci! E 

uncil (1967) Mathematics for the majority, 
ation of the slow learning child, 


T'ANSLE; 
EY, A. and G 
ondon, emo e ums R. (1960) The educ 


ERNon, p 
> P. (1919) Manual for Graded arithmetic- iversity 


mathematics test, London, Uni 


à Ww L'ondon Press, 
in children, London, 


EDELL, K 
iley & Sos 1973) Learning and perceptuo-motor disabilities 


7. Remedial teaching: some general 
principles 


ing i i eatment must 
To have any real chance of resulting in success remedial treatment 
have direction and Purpose. . . .7 


It was said in the Introduction that it is not always possible a 
identify a specific underlying cause of a child’s learning es 
sometimes a child's problems may stem from a combination a 
several adverse factors. Nor is the precise cause necessarily of crucial 


importance in planning special help for the child; a remedial teacher 
has to take the pupil 


the stage he has already reached with 
accumulated knowledge and skills 


have indicated (i) the level the child 
skill, (ii) 


t weaknesses which may need to 
One particular method and 
iagnostic teaching will then 
S the child's response to the 
Progress, the approach will be varied and 


he outcome of this individualised teaching. 
* relate quite as much to the child with a 


, for example, are the result of some subtle dysfunction 
of the nervous system, 


1 ogical maturity or just plain 
lack of previo hing, we are still likely to 
pe of training and experience for him. Rates 


caching Strategies remain very 
much the same, 


In recent years there has been increased interest in differential 
diagnosis of children with learning Problems. This term means 


84 
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attempting to assess a child's own relative strengths and weaknesses 
across the range of processes and functions in which he is tested. 
If je deficiency in any area is particularly apparent it should have 
an important bearing on the future teaching programme for that 
child. This approach is typified by such diagnostic instruments as 
Mlinois test of psycholinguistic abilities (ITPA), the Frostig test of visual 
perception, and certain Reading Readiness Profiles. The results of 
differential diagnosis have frequently been misunderstood by the 
time they reach the teaching situation; and at times they result in 
what almost amounts to a ‘spare-part surgery” approach to 
remediation. Phillips* compares the procedure to the systematic 
ei. of faults in a motor-car to locate the component which 
requires replacement: and he points out that in human beings, 
pee mior tan one cannot replace a faulty component. In the 
erential diagnosis one may find that a child's visual memory for 
Sequences or his ability to pick out a figure from a confusing back- 
Sround are ‘faulty’ or significantly weak. We cannot replace a unit 
ara pur these matters right; the analogy is false. It may not 
in € possible or desirable to train separate processes or functions 
Isolation, Some functions may possibly be improved through 
training, but not in a way which will then enable the the child to 
apply them to the learning of a particular skill. For example, to 
train a child in visual closure (the process of mentally or physically 
po pledug unfinished shapes or figures and recognising incomplete 
Bures) may do nothing more than make a child better at doing 
Just that, and not improve readiness for reading at all. With some 
ri the commercially produced perceptual training material it is 
difficult to see how the skill being taught can lead to improved 
icine for reading, unless concurrently and by chance it has 
proved the child's ability to attend to a learning task. 
he work of Kirk and Kirk! has been abused to some extent 
Y teachers secking to improve separate abilities in the child by 
Prescribing specific training with little chance of generalisation. Kirk 
and Ki ; rum p ing is not discrete 
irk, however, make it quite clear that "Teaching 


but integrative" (p. 121); and, ‘It is preferable to develop abilities 
i £ : ege. 

n à natural everyday situation rather than in an artificial ems 
E u 


and to train abilities directly in the performance that 5 req : 
(p. 130): The point is also made by Wedell who states, --- pen 

“idence strongly indicates that the child needs to learn how to 
apply his sensory and motor organisation skills to the specific 
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educational task. Help for failure in basic educational attainments would 
therefore seem to be best directed to those attainments themselves’ (p. 114— 
my italics).* 

The criticism of being over-specific in the training of abilities which 
are thought to underlie the mastery of basic educational skills relates 
more to reading and number readiness than to language develop- 
ment programmes where a more generalised approach is inevitable. 
The same criticism may apply to those forms of training in basic 
logical processes where it is hoped mental structures will be created 
which can be used in other ‘thinking situations’. The golden rule 
to remember in remedial teaching is to make any training link as 
closely as possible with the educational skill you are trying to develop; 
for instance, in pre-reading activities, if visual discrimination needs 
to be developed it is more likely to benefit from the use of letter 
shapes and word shapes than pictures of pigs, ducks, farm gates and 
kites. 

One specific function which is specially worth attempting to im- 
prove is the child’s attention span for a learning task. Many pupils 
fail to learn because basically they fail to attend. 

A few general principles to guide remedial teaching can be gleaned 
from the field of programmed instructional methods, and these, 
together with a few additional points below, provide a framework 
upon which to build remedial programmes. The principles are: 
(i) to present a learning task by breaking down the stages involved 
into very carefully graded steps; (ii) each step should be simple enough 
for the child to succeed when he makes a Tesponse; (iii) the provision 
of reward and reinforcement through not only the feeling of success but 
from positive praise and encouragement (it is sometimes also useful to 
let the pupil plot his own Progress on some form of chart, giving 
visual evidence of improvement) ; (iv) situations which require the 


child to be actively involved are more likely to hold the child’s 
attention (in some circumstances ‘at 
such as 


quired if they are to be 
à ited teaching should involve over-learning (that 
15, continuing to teach and revise beyond the point at which the 


- Since repetition and over-learning 


achieved at the expense of enjoy- 
—otherwise *the more we repeat the less we 
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attend’. Games provide an opportunity for such repetition with enjoy- 
ment; and well-structured games can certainly teach. 

" a jn suggested that perhaps it is not only helpful to use 
slow leE ari of drill and repetition in the basic teaching of 
efficient eei or disadvantaged children, it may be one of their 
Provided ese aT for the mastery of some basic skills. » x 
are meanin rn qui are striving to teach skills with materials which 
drills to à E Sud important they should have no fear about using 
that the rra their goal. It is when learning is left to. chance 

fedem E: with learning difficulties is at risk. 
learning is D most important ingredient to ensure : 
with ini eios MES own personality and outlook. A teacher 
enjoyable In pes Sab make even a flashcard game exciting and 
single faatt iege af reading progress and improvement no other 
performance? am greater weight and influence than that of p 
telationshiy t would agree with Tansley s statement that a goo 
to meia EA tcacher and child is an essential prerequisite 
that individ ini Lawrence? goes much further in suggesting 
achieve as oral sympathetic counselling of retarded readers oa 
should see j uch as remedial teaching. Certainly a remedial teac 5i 
image of at; as an essential part of his job to improve the self- 
à child who identifies with failure. 


enjoyment in 


S ; 
uggestion for further study 


Re; , ] l 

Pis: the general principles outlined on page 86. Add to sa 

one other principles which you consider should be taken - 

to slo t when attempting to teach basic literacy or numeracy skulls 
w learners. 


References 


De 
n in the pre- 


BEREņ] 

a eo NOS C. and ExcELMANN, S. (1966) Teaching disadvantaged childre 
M pia Prentice-Hall. ad 

Stanford. A. (1969) ‘A comparison of the predictive vali 

3. Jensen, -Binet and the L.T.P.A. Exceptional children, 35, 317-2 o emu. (8) 
On int es (1970) *Hicrarchical theories of mental ability’ in DockRELL, M (P^ 

4 Km e n London, Methuen. . : -— 

mui qiii nd Kiri; W, U97) Poycholinguistic learning disabilities: 

lation, London and Urbana, University of Chicago Press- 


alidity of the revised 


diagnosis and 


88 


Doucy 


c 


- Lawrence, D. (1973) Imp 
- PutLuis, C. J. (1973) 

- Tansley, A. E. (1967) 
- WEDELL, K. (1973) 


THE REMEDIAL TEACHER’S HANDBOOK 


roved reading through counselling, London, Ward Lock. 
‘Specific learning disabilities,” Remedial education, 8, 5-11. 
Reading and remedial reading, London, Routledge. 


Learning and berceptuo-motor disabilities in children, London and 
New York, John Wiley & Son. 


- WipLakE, P. and Bet, L. ( 


1973) The education of the socially handicapped child, 
London, Nelson. 


8. Teaching or training readiness skills 


Rese: 
arch has fc i 
as foun nalean ; 
ent d quite clearly that readiness can be trained to a useful 


Lack 
of readiness f ; " 
ness for learning a particular skill may have been 


diagnosed 
kin Du "n result of some of the questions/answers on the 
Assessment ( mee Schedule (page 6), the Reading Readiness 
lacked Basi: pagn 16 and 47), or from discovering that the child 
written ns més per concepts and was incapable of even the simplest 
lack of iig S Ing number symbols. A warning has been given that 
dealing wit Hess should not spring too rapidly to mind when 
vith children of junior and secondary age ranges, unless the 


child exhib; 

exhib Be s * re i 

ere. its obvious perceptual handicaps. The warning 1s repeated 
ities and some of the 


This secti 

s A " 

ection outlines briefly some of the activ’ 
diness for learning, 


avail; 
a which will help to develop rea 
lists books os skill areas of reading, writing and number. It also 
activities. Th &h contain details of readiness programmes and 
instruction . e — outlined in this chapter should be viewed as 

on at LeveL O, corresponding with STAGE O determined by 


testing (page 46). 


Oral language 
This s 
a mn important feature of any readiness programme. Ifa 

elow a cert anguage development and experience of language fall 
make mee ain minimum level it is unreasonable to expect him to 
Child's Jan BEUgTOsS with reading. Systematic attempts to improve a 
trainin nouage facility should be built in to all aspects aanne 
scribed n Structured language development programmes are de- 

€ read wn fully in Chapter 9, and that section of the book should 

Wa — the brief suggestions made here. 
n points are worth making at this stage: 
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(a) Language should be used to accompany and reinforce the 
training activities in other sections of the programme. For example, 
the appropriate words may help to direct a child's perception má 
task requiring visual discrimination, giving a word which describes 
a shape or pattern, talking about the ways in which two pictures 
differ—even giving the child verbal directions to help in the copying 
of a shape, *Up, across, down, round, and down’. The child can 
then use the language to regulate his own movements. 

(b) A more specific aim is to prepare for the vocabulary and 
sentence patterns which will be met in the early stages of the reading 
scheme to be introduced later. The names of the characters (Peter, 
Jane, Cathy, Mark, Janet, John, Mike, Mandy, Roderick, Gregory, 
etc.), and the important nouns included in the early books (house, 
trees, toys, etc.). Most good reading schemes have introductory 
material to make this task easier for the teacher. With the least able 
children this work will need to be covered more slowly and carefully 


than with the average and bright children, 


The use of the teacher’s large Sentence Maker from the Break- 
through to literacy material ca 


pes of early reading books (‘Here is a ..., 
‘This is ++, ete.) 


printing a child’s comments 
drawings on the actual sheet w) 


to reading by Hughes! contains some 
he remedial teacher may wish to use. 


; 1 à ch can be spoken, the next 
important skill to consider is that of form perception, which at its 
highest level is reflected in the fine discrimination of letter 
sequences, 


Ifa child is very 
he is mentally, physical] 
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but not see them. He then identifies the shape just handled from a 
set of line drawings outside the box. Later the activity can be 
reintroduced using small-case plastic letters of the alphabet in the 
puzzle box: these being handled and then identified in the same 
way. This activity is also useful for holding attention through enjoy- 
ment. The catalogues from Educational Supplies Association (ESA), 
Philip and Tacey, and E. J. Arnold will provide details of form- 
boards and plastic letters. 

Other useful activities, including copy 
Sticks, drawing around templates, drawing within stencils, tracing 
figures and completing unfinished figures, will also help to develop 
awareness of shape and form and encourage attention to detail. 

The sequence for training visual discrimination should follow the 
Stages: 

l. Picture matching 2. Shape matchit 
matching > 4. Letter and word matching. 

The point at which to begin training wi 
by a visual discrimination test (such as Daniels an 
The closer the training material comes to using letter 3 
the more likely it is to be preparing the child for reading. ) IG 

Some very useful suggestions for worksheets, games and appara is 
RIS included in the books by Hughes? and Tansley." m BSA m is 
Series of booklets for training visual discrimination. The veiba 
Items from Philip & Tacey ll be found useful: Hereward € 
gud matching sets, Discrimination picture and ad bi i mm wie 


ing regular sha pes using lollie 


jg 3. Letter-like shape 
ll have been indicated 
d Diack Test 4). 
and word shapes 


“rumination boards, and Letter discrimination wise 

strip books. | 
isual discri "Alv give way to picture 

w Visual discrimination exercises can rapidly give WAY s d 
sis matching games, word-to-word matching and simp'e ™ 
york; a VE > | 

R : one is then on the threshold of reading- 
ha member, if a child is able to sort and ma 
ifc adequate language development, then he is ready to 

ED us g 
of the various whole-word approaches. 


tch word shapes and 
read through 


Vi ; 
isual retention and visual sequential memory 


i i : . careful observation 
N is helpful for some children to be trained in the o x 
ni Visual material which they are then required to n [Sein 
Emory in correct sequential order. This is frequently * 
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j it is 
picture cards (for example, cow, house, man, cup. e Bat it : 
more useful ifthe material used provides letter sequences, for examp 


The Action picture and Word making cards from Philip and Tacey 
are useful for this work at a simple level. 

Sometimes the training requires the child to look at the 
then, after a short space of time, draw the mate 
sequence of letters. 


sequence 
rial or write the 


Hand-eye co-ordination and motor control 


The building, cutting, sticking, threading, tracing, jigsaw making, 
etc., which go on in all infant classrooms are already developing 
this skill for most children. A few will need much longer at such 
tasks, and may benefit from specific training. 

If the child’s balance and general co-ordination are very poor (the 


Clumsy Child Syndrome) teachers are referred to Kephart’s book? for 
suitable activities to include in P.E. 


suggestions for remedial P.E. 

Large-scale chalkboard work using big 
starting point; and in cases of very 
teacher guides the child's h 
smooth and rhythmical, 
Simple mazes and dot-to 
found useful by many 


lessons. Hughes® provides a few 


movements is a useful 
poor control it is helpful if the 
and in order to make the movements 
and to establish a correct habit pattern. 
-dot patterns produced as worksheets are 
teachers. Worksheets from the Frostig pro- 
gramme? (if available) are appropriate here, but the first book from 
Early to read'? contains useful exercises for hand-eye co-ordination. 


Some of the Marion Richardson? writing patterns can be used for 
both chalkboard work and assignment Sheets; and the Training in 
basic motor skills workbooks (ESA ) 


s i complement these very appro- 
priately since both lead to the skills important for handwriting. It is 
vital that children who do have some degree of difficulty in co- 
ordination are taught correct letter formation and that handwriting 
should not be left to incidental learning. Some books which are 
useful for teaching handwriting are listed in Appendix 5 

Problems of laterality ( p : 


eed l that is choice of a particular hand for 
manual tasks, a particular eye for leading in visual performance 
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and the choice of a particular foot for kicking) and directional 
sense (grasp of orientation) are frequently found to be present in slow 
learners and children with specific learning difficulties. These factors 
are rarely the cause of a child’s learning problems but rather 
another associated symptom. Although some American therapists 
would claim that unless one first establishes a strong lateral 
preference in a child other attempts at remediating educational skills 
are only dealing with peripheral symptoms, most remedial teachers 
do not deliberately set out to rectify crossed-laterality or to alter hand 
preferences in their children. Crossed-laterality, lack of firmly 
established lateral preferences, and poor directional sense frequently 
result, both in reading and writing (including written number 
symbols), in a marked tendency to reverse shapes. In extreme cases 
mirror writing may be produced by the child. It is quite normal for 
young children up to the age of si» -and-a-half to seven years to 
confuse letters like b d p in their reading and writing; and undue 
attention to this problem would be out of place in the teaching of 
infants. However, reversal problems which in some cases continue 
through to secondary school level do require attention. Several ideas 
for helping children with this difficulty will be found on page 21. 
Here it is only necessary to stress that if a child is given a correct 
motor-cue for letter and number symbol formation in the early stages 
many of the reversal confusions would not persist. Usually giving the 
correct motor-cue means guiding the child's hand in chalkboard 
and crayon work. Very useful advice is contained in the manual 
A multi-sensory approach to the language arts by Beth Slingerland (1971, 
Educators Publishing Service, Cambridge, Massachusetts). 


Other sources of visual and visual-motor training activities 


Chapter 3 in Tansley's book!! gives details of a comprehensive 
perceptual training programme which covers form perception, hand- 
eye co-ordination, visual copying, visual memory, completion and 
closure, appreciation of visual rhythm, temporal sequencing, visual 
discrimination, etc. The programme contains some very useful ideas, 
but in the case of just one or two of the suggested activities 1t 1s 
difficult to detect a logical progression which leads to the threshold 
of reading: the transfer of training seems to be assumed rather than 
proved. 


A series of workbooks under the title Look have been produced by 
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Brennan, Jackson, and Reeve (1972, Macmillan). These cover most 
cesses listed above. 
a cays basic cognitive skills is a series of 28 workbooks | S 
Haskell and Paull (1972, ESA). Skills such as visual dscrintnaHois 
orientation, sequencing, motor-control, are included in the pro 
ion of work. 
E De ing start kit (D. H. Stott), available in Britain Hoe 
Holmes McDougall, is an extremely useful set of well-structure 
games and puzzles. Some of the games the child can complete on 
his own, some require other players or at least a partner. $a 
group and pair games are designed to train a child to work with 
othersand to await his turn, the demands at each level are d ied 
simple and the success rate is, therefore, high. Most of the game 
are self-checking. Stott! claims that the games condition the dis- 


tractible child to attend, the impulsive child to think things out 
rather than Suess, and the timid child to 
words the materials develop positive le 
as well as training ( 


‘have a go’: in other 
arning habits. The puzzles, 
or encouraging) attention, can be ; 
Visual discrimination, picture completion, interpretation of picture 
material, appreciation of Sequential order, and orientation. The 
learning of simple ‘Say and do rhymes’ which involve listening and 


moving also teach a simple vocabulary of prepositions, verbs, adverbs, 
and adjectives. Other l 


anguage experiences can be included in- 
formally 


as the games are played. Highly recommended for young 
slow learners, the kit lez 


ads usefully to the first stages of the Pro- 
srammed reading kit (see pages 116 to 120), 


The first stage in the Holt basic reading system (Holt, Rinehart & 
Winston) contains 


designed to develop xai 
anguage, motor control, visua 
ogical thinking. 


en to involve 


240 instruction units 
ation, memory, expressive | 
ation, visual memory and | 


Auditory training 
It has been Shown conclusiy 
read auditory 
skills of visual 
up a basic sight y 
pendent upon t 
phonic skill 


crimination, 


skille 5 i E 2 DF 
skills are Just as important as the processes and sul 


cyond the stage of building 
sing a whole-word approach is y 
he development of phonic skills. The acquisition Q 
is in turn dependent upon adequate auditory dis- 
auditory analysis, auditory blending, and short-term 
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auditory memory. It is likely that these processes are also involved to 
some extents in spelling ability. 

Auditory training need not always precede any introduction to 
reading unless a child's auditory perception is markedly deficient; 
where necessary, auditory training should be provided alongside the 
child's carly reading experience while a basic sight vocabulary is 
being built up. Many of the activities which are used to teach basic 
phonic knowledge and word-building skills are also simultaneously 
training listening skills (for instance, many of the games from Stott's 
Programmed reading kit are developing auditory discrimination, audi- 
tory analysis and auditory blending, as well as teaching the sound- 
Symbol relationships involved in the game). 

One of the principal aims of auditory training is to increase 
awareness of sound patterns, to encourage careful attention to speech 
sounds and to develop the skill of listening. In terms of increasing 
listening skills in general teachers may find the first unit from Concept 
7-9 (E. J. Arnold) useful, together with some of the Listening tapes 
from the Remedial Supply Company, Wolverhampton. 

Two very useful sources for ideas on training early listening skills 
are: Monroe and Rogers Foundations for reading (chapter 4), pub- 
lished by Scott-Foresman (1964) ; Russell and Russell Listening aids 
through the grades, published by Teacher’s College, Columbia 
University (1959). The books by Hughes*® and Tansley! contain 
useful ideas; and an article by Westwood" collects together sugges- 
tions from teachers. 

Brief consideration will be given to the four auditory processes 
referred to above: 

(a) Auditory discrimination. A set of pictures from ESA, Pictures for 
sounds, provides a good starting point. These 26 colourful pictures 
Present opportunities for discussion and for focussing attention upon 
Specific speech sounds. A teacher will also find it helpful to collect 
Pictures from mail-order catalogues and/or a set of the Pixie miniature 
and Groundwork coloured picture stamps from Philip and Tacey to use in 
Sames requiring the child quickly to touch one of a pair of pictures 
when a word is called: for example, ‘pear’ (pear: bear), ‘three 
(tree: three). Worksheets can also be made with pictures of objects 
which the child must identify when the initial sound is given. The 
Domain phonic workshop (Oliver & Boyd) contains similar sheets already 
Prepared. When games like these have been played it is useful to get 
a child to say the name of each picture clearly, and then to listen 
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to his own voice played back on a tape recorder. Even getting a 
child to repeat aloud word-pairs from a test like Wepman's or Test P5 
from the Domain phonic test can be of value: for example, ‘Say, 
could: good’; ‘Say, leg: led’; ‘Say, class: glass’ etc. For children in 
the primary age range the three books in the Sounds and rhythm series 
by Mavis Hampson (Ginn) contain simple little poems and rhymes 
to practise common speech sounds; they help both listening and 
articulation in an enjoyable context. Classroom games which involve 
‘Finding the odd one out' (for example, boy bone bag tree band) and 
which may involve rhyme (for example, sand hand feet land band) 
are popular; also, with young children ‘I spy’ games using initial 
sounds rather than letter names are useful. Some of the tapes 
from the Remedial Supply Company and the Listening to sounds 
tapes (E. J. Arnold) should certainly be included in the auditory 
training programme. 

(b) Auditory analysis. Some of the above activities have included 
simple levels of auditory analysis—isolating the initial sound. Games 
can be extended to listening for final sounds (for example, ‘Put a 
line under the pictures that end like snake’. Pictures show rake bucket 
cake ball) Tansley!* suggests that it is useful to teach sounds as they 


occur at the end of words since the sound is more strictly phonetic 
and pure. 


Auditory analysis can be t 
as a skill, by spending a litt 
component sounds; thatis, r 
in the child. For instance, 
Jackie? Yes. Good. It’s 
it very slowly. Fy <9. 
not reading, 


(c) Auditory blending. This is also referred to as sound blending or 
phoneme blending, and is the complementary process to that just 
described above. Encourage the children to gain experience in putting 
speech sounds together to build a Word—'I spy with my little eye 
something that looks like a fr-o-g’. Use the same technique while 
reading or telling a Story to the children: for example, "The boy 
came to the wall. He couldn’t Set over, and the d-oor was st-u-ck «+ 
Children quickly Supply the words as the story goes on. Sound 


blending will also be helped in the early stages of word-building 
described later. i 


(d) Short-term auditory 


aught, or at least encouraged to develop 
le time in taking words apart into their 
aising the process to the level of awareness 

with a picture of a frog: ‘What’s this 
a frog. Let's listen to that word frog. Let's say 
g- You try it.’ This only involves listening, 


memory. It is questionable whether this func- 
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iler e Rui. enis with training. Certainly some poor short- 
woes dd " I to T of attention, and any strategies which 
SA Nose “ate listening are likely to influence short- 
pee meee au nd sequences. Some experts recommend 
je aid E n sentences (simple messages, for example), 
Nim en a ng : ei a little longer over a period of time. 
Pie op he pe rhymes and jingles may also help. What is 
catis Nat ig ars. the child with extremely limited immediate 
wu Keys Abas different approach is developed for him 
C bat d amg skills are taught (see pages 31 and 50). This is 
A d ie nes which may need to be bypassed through the 
an alternative teaching approach. 


Pre- 
re-number experiences 


Basi 
tbat & 4 eee Work is the Concept of conservation of number, 
that number ‘a 3 Hou separdtedtemsiemans e set of 
lun ipid om = of how it is arranged or distributed. Lovell* 
desse bois hé five to six year-old children the number of 
spatially, ean doe to alter if the members are rearranged 
indie eros (aient has to be given to pupils to help them 
Muck servation of number. 
te E infant classroom experience of sorting, giving out 
basic conce Af tn matching, and counting should be helping 
proces bes y p conseivanon to develop. For some children the 
and avn i be made more explicit, and some of the apparatus 
The ir : isted below will help with this. f i 
inte Stet a early number situations and relationships needs 
de ale carefully and systematically to accompany ‘such 
; and for the least able this vocabulary needs to be 


repeated ; : CM 
ated and over-learned until totally assimilated (for example, 
, none, as many as). Bell! 


Same, di 
» different, more, less, many, few, all 
ained in a vocabulary of 


DP cadi list of many of the words cont ] 
An d ees a a list is also provided in Appendix 1. 
be found ee y useful chapter on ‘Readiness for mathematics may 
until the e e although his advice that arithmetic be delayed 
misinter a | child is in his ninth or tenth year may be open to 
pretation and abuse. If the term *arithmetic 1s taken to be 

tation’ then few would disagree ; 


Synony; , 
ymous with ‘meaninglesscompu 
| recording of an operation 


but i 
if pr ND. : 
the ‘arithmetic’ is a meaningfu 
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which the child has just performed with actual materials, n us 
can be achieved well before nine years of age for most slow cens : 

The following activities and apparatus may help a child to pe 
the concept of conservation of number: teacher-made car E 
pictures, dot patterns, Sticky shapes and so on can be ne ae 
groups and sets of equal size (numbers in the sets should be we 
ten on each card and no number symbols be introduced) ; matc hing 
one-to-one various patterns shown on cards or worksheets; counting 
activities to establish one-to-one correspondence between the number 
rhyme ‘one, two, three, four’ and sets of actual objects, and Hs 
establish ‘equivalence’ or ‘difference’ between sets or groups to 5 
compared; matching real objects (Airfix soldiers, unit blocks, 
Counters, etc.) to pictures or dot patterns. , 

Recording, if done at all by the child at this stage, will be in the 
form of picture representation, not using number symbols. 


USEFUL APPARATUS 
Croydon number and picture matching tray (Philip & Tacey). 
Conservation of number sorting cards (Philip & Tacey). 


Conservation structure and pattern making underlay cards for use with Ui nifix 
Structural apparatus ( Philip & Tacey). 


250 Counting and Sorting toys KN883 (E. J. Arnold). 
Larne number Slashcards KN949 (E. J. Arnold) 
Counting and Sorting tray N1403 F (Galt) 
400 pegboard and 100 pegs (Galt) 


100 wooden figures for sorting N1613H (Galt). 
Intro-Set I N1413B (Galt). 


USEFUL BOOKS 
Beginning mathem 
(Blackwell), 
Mathematics Sor schools: Level I, Books 
R. Walker (Addison-Wesley), 

Number readiness Books I-IV (Hulton). 
Let's explore mathematics Book 
Number rhymes and finger play 


alics, Books I & II. p. Sealey and V. Gibbon 


I & II. H. Fletcher and 


| (to page 27) L, Marsh (Black J 
s E. Boyce and K. Bartlett (Pitman). 
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Suggestions for further study 


(a) Design a graded series of worksheets which will help a child to 


(b) Make a tape-recording which is designed to improve a child's 
auditory discrimination. Remember that such material is most 
likely to influence progress in the phonic aspects of reading if 
speech sounds (phonemes) are used for the training. 

Use the tape with a child and note any necessary modifications 
required. 

How would you link the final stages of training in listening 

E x " H B H 2 
skills to the actual teaching of phonics and word-building ? 

$ B = H H 3 

(c) Using pictures cut from mail-order or educational suppliers 
catalogues, gummed shapes, dot patterns, line drawings, etc. (see 
page 98), make a game of at least fifty cards which can be 
Sorted into equal ‘sets’. E.g. six ducks, six dots in dice-pattern, 
six dots in random pattern, six trees, six green triangles, six 
tally marks; eight pigs, eight dots, etc. 
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improve his control over a writing or drawing instrument. 
Remember that such training should lead to the actual basic 
skills of letter formation and the correct formation of numerals. 


9. Improving oral language 


A child's ability to interpret oral language is vit 


al to future academic success 
and overall intellectual development: 


This section makes one assumption, namely that 


an effort to identify a group of children within 
benefit. from regular, 


a teacher has made 
the class who may 
Systematic, structured attention to their 
language deficiencies. In some school 
such children; in other areas the bac 
poverished, and language dev 
many of the children. 

The main theme in this ch. 
language skills as Systematicall 
number skills; we leave oral | 
chance, hoping that incident 
place. Merely surrounding 
environment is insuffici 
a planned a 
l 


s there may only be one or two 
kground may be generally im- 
elopment will be a high priority for very 


apter is that we do not teach oral 
y as we attempt to teach reading or 
anguage improvement very much to 
al learning and development will take 
a child with an enriched language 
ently positive for the least able: he requires 


pproach with clearly defined objectives quite as much for 
anguage improvement as for any other skill. 


Most language intervention programmes started in America and 


proving communication skills among 
ups’. In these programmes language 
curriculum which usually includes per- 
ctivities, simple number concepts and 
eneral the work has been done with young 
uch less has been attempted with older pupils. 
Claims are made that ‘crash’ programmes bring about almost im- 


term gains in both communication skills and in 
sometimes adv. 


a s ‘close the gap’ between 
privileged and under-priv; . However, the case against 
language developme: 


nt programmes frequently seems to be over- 
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stated; i ears 5 
vs ne quer qe have, ia some cases, been maintained for over 
expected to work BAN Sn I gaan ne ts 
arguments for and pee PE doe not permit a review of the 
found in a book edited: RAE Ur pim PIOS these may be 
SESS and Bereiter. - anley,? particularly in the papers therein 
TES T E E is that intervention programmes which 
designed to inelüde uiu [that is didactic] emphasis’ and are 
learning EG ec z reasoning, problem solving and the over- 
VUA lk n^ ee structures achieve far more than informal 
Bereiter and Engel eho bp The programmes devised by 
heavy satiation! sopa desees the best known of those with a 
M uc in Britain. as; and for that very reason are disliked by many 
t 
be ee in mind that American ‘minority groups’ may 
Wis ans efe rom the groups described. as ‘disadvantaged’ in 
Sme. cord ia ps may be slightly different. Widlake,® for 
Babe 4a sears l nat the vast majority of young children in 
Will be vidlistent beat a grasp of syntactical patterns which 
one hes only to Ra kept of communication. However, 
and eter dow le erve the struggle which many young E.S.N. 
language, ec Arana children have in understanding teacher 
that their abili Die still in framing their own responses, to know 
demands of c; ity to utilise these patterns is inadequate for the 
here, early schooling. There is a need for systematic teaching 


Before off; 
re offering a fi: " : 
ering a frame-work for language development strategies, 


it m 
ay be 
y be us : i B 
eful to consider four ways 1n which teachers some- 


times 
Operat ES : ‘ 
€ to restrict language development, or indeed at times 


train chi 
(i oe not to listen. 
he teacher 
Complexit pets uses a language structure ( 
Y) and an expressive vocabulary which the child cannot 


readi 
ily ur 
nderstand z : 4 : 
stand and use owing to a lack of previous experience 
point applies as much 


|. Over a period of 


sentence length and 


9 angu; z 
at Ni * this level of sophistication. This 
time it dead school as it does at infant leve c 
ii) In du eh à learned inattention to teacher's voice. | 
answered o Seon the teacher poses questions which can be 
is does no one by a ‘yes’ or ‘no’, or by a one-word answer. 
arm to children already articulate, but equally it does 
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nothing to improve the expressive use of language by the sand E 
need of such opportunity. Mattick® writes, ‘Do I really ister E. 
children? Or do I jump in with an answer as soon as I EM ; 
have guessed what he means ...’—a timely warning. It Wu “f o 

course, be tedious and inappropriate to expect all answers = 
pupils to be given in complete sentences; but the ability to constent 

an answer in sentence form should be something to foster m 
children who are markedly deficient in language. It is worth setting 
it as a tangible objective even in work with senior slow learners 
since improvement is still possible.5 : 

(iii) The teacher allows discussion sessions to be dominated by 
children who are already fluent speakers. It is argued that those who 
do not actually take much part in the discussion still benefit from 
hearing what others say, they may pick up new ideas and extend 
their receptive vocabulary. This may be true at senior level, but 
there is no evidence to Support it at pre-school and infant level. 
Cazden,? looking at some of the language development programmes, 


comments that a child’s communication ability is improved by what 
he himself practices saying, not by 

(iv) There is evidence that, ow 
quiet children who are 


May never co nverse 


what he has the chance to hear. 
ing to size of class, there are some 
not forthcoming and with whom a teacher 
directly over a period of weeks, Such children 
will have been spoken at (the language of control and direction 
which is almost inevitable in the handling of large groups) but not 
talked with. 

It is, therefore, import 
special help in langu 
present le 
lines set o 


ant to identify the children in need of 
age development. As f; 
vel of performance will have b 
ut in chapter 3 of this book, and the teacher will have 


some idea of their immediate needs which she will cater for in the 
structuring of her programme. 


ir as possible their actual 
een evaluated along the 


Upon what Principles should the language programme 
be based? 


(i) Create an enjoyable, entertaining, social learning situation which 
gives pleasure to the children because they succeed in meeting 
demands made on them, Again, teacher personality 


ii is a vital factor. 
(ii) Keep the group small, not more than five 


or six children. 
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(ili) Arrange for frequent, intensive sessions, remembering that most 
of the American programmes are based on two or three short sessions 
daily. 

(iv) Ensure active participation, remembering that it is what a child 
practises saying, not what he hears, that improves communicating 
ability. 

(v) Have clearly defined, short-term goals for each session: these 
may be the teaching and over-learning of certain adjectives (tall: 
short, thick:thin, tiny: huge), or adverbs (quickly :slowly), or en- 
couraging the linking of two simple statements by the conjunctions 
‘and’ or ‘but’. 


(vi) Observe the principle that, just as in most situations with 
learning is necessary. It 


slow learners, some degree of repetition and ov 
is on this line that Widlake? is particularly critical, ‘Programmes 
which place great emphasis on reiteration of sentence patterns have 
the wrong emphasis for British conditions....’ The present writer 
disagrees. If basic language patterns, including such forms as correct 
plurals and verb tenses, are to become habit responses overlearning 


is necessary. 

(vii) Use material such as picture 
as the basis for language stimulation. The pictures selected for any 
Particular session may provide the opportunity to introduce the 
Specific words to be taught (for example, * a tall green tree’, ‘short 
thick trunk, “thin branches’). Sometimes Matrix pictures can be 
Prepared to teach specific language patterns: 


A) PR c] Dd a 


sand games to hold attention and 


" 2M man is taking the dog for a walk. 
3. Th lady is taking the dog for a walk. 
m Th boy is taking the dog for a walk. 
5 t girl is taking the dog for a walk. 


Vow! Am I tired!) 

ared to represent different 
an be mounted 
d can be 


Noi did picture strips can be prepa: see 
one im patterns as illustrated above. The strip ed 
NS ove the other on a card and the matrix s cns 

aa vertically as well as horizontally. For example, reacing 
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i j'* ' is taking 
vertically down a column the pictures may show ‘A lady B taking 
the dog for walk, ... going Shopping, ... painting the doo 


i f ri ally, a row 
cutting the grass, ... eating a cake’. Read horizontally. 
would indicate a man, a lady, a boy, 


action, as in the above example. 
(viii) Use pleasure and praise as reinforcers. 


i ormi ` stated 
4 girl performing thc state 


d 
What is the framework upon which the programme shoul 
be based? 

The aim is to improve functional level in at least two processes, 
RECEPTION and EXPRESS 


ION, and is represented. diagram- 
matically in fig. 2. 


Fig. 2 


EXPRESSION 


- Activities to improve 
skills (including 
crimination). 


listeni 
auditory dis- 


|. Improve articulation (if nec z 
ary). Provide corrective fec 
back for poor speech. 


2. Increase the child’s familiarity 
with common syntactical pat- 
terns, beginning at a level he 
can already understand. 


2. Develop basic habit re: ^ 
for common language pis 
through frequent usage. This is 
the automatic level of perfor iy 
ance. Correct use of plurals, 
verb tense, etc. 


sponses 


- Increase receptive vocabulary 
—new words fed in from a 
Meaningful context, 


- Improve ability to use i Set 
al representational level — a mo 
sophi ated use of language 

communicate feelings, ideas, 
ete. " 
IN. Provide abundant opportunity 
to speak and encourage ee ei 
of more complex and explic 

utterances 
Use ‘role 


- Improve (if possible) 
term memory for ve 
terial; or at 
attention to v 


short- 
rbal ma- 
lcast improve 
erbal sequences, 


aking’ strategies et 
put the child in the position y 
catering for the needs of 2 
listener (see below). 


Wherever Possible use attention- 


Y holding dev (puppets, 
Pictures, tape recordings, audio-visual materials), Require 
active participation and involvement, 
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a bai So — to work within all these dimensions in 

linies Fabre: ah sime operate reciprocally (see broken 

be capable of pl: ing fagram above). The imaginative teacher will 

Dira romés Aiacis, and carrying out language development 

SEI Sia iin ta orsa, but it may also be useful to 

which are descril i existing kits and programmes already available 
scribed below. 


Teaching materials 


1 D, 
"en dara. drislipnent kits by J. Smith, L. Dunn and 
able in Britain fy, e x 3y the American Guidance Service but avail- 
This itain from N.F.E.R. Test Agency). 
and riis A Is designed to stimulate the receptive, associative, 
Intellectual and i P of oral language development and to enhance 
are used to attai as — progress. Most of the items in the kits 
lessons. The ino n i carly defined objectives built in to 180 standard 
from the rie yir upon which the Peabody kits are based springs 
mastery of the - that cognitive development 1$ facilitated by the 
Level P which, ugar of language. . 
records, Hietues Siua most expensive kit and comprises puppets, 
Plastic fruit Es posters, picture cards, figurines, magnetic shapes, 
Caters for thee covers the mental ages three to five years. Level I 
for mental : F SES four and a half to six and a half years. Level II 
anda half toa SIR eight years. Level II for mental ages seven 
(ii) SRAI ine and a half years. - 
Science "piss «od programme, and SRA . listening laboratory (from 
Programme. mom Associates, Henley-on-Thames). The language 
ue ee oe designed for the six to nine years age range. 
Purpose [? t jaa contains 96 Language Builder Story-boards. Its 
language udi B aid the development of receptive and expressive 
Family: " sing eighteen areas of general interest (for example, ‘The 
Mainly hc . "Workers of our Land’). The listening laboratory, 
slow learnin PES NA te eight years level but also found useful for 
Material od children in the lower secondary school, comprises taped 
> Look and listen books’, wall chart, answer keys, etc. 


Tah Iclures and words, E. Goodacre (Blackie). Designed for the 
; e, or older slow learners. A fairly 


Simple | rs r 
Carly re amme linking conveniently with 
articularly useful. The 


fiv i 
a to six years age rang 
a 
ad UE development progr: 
ing ski 5 Pe i 
g skills. The teacher's manual is p 
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set contains large pictures for discussion work and sets of books 
for the pupils. All illustrations are in black and white only. T" 

(iv) Talkmore project (produced by E. J. Arnold). Mainly for in ES s 
and lower juniors with language problems. The aim is to stimu " 
discussion and foster the development of speaking, listening an 
early reading skills. The kit comprises wall pictures, eiim 
books, figurines, flashcards, and Packette tapes. The material has 
been found useful with immigrant children learning English. . 

(v) Concept 7-9 (produced by E. J. Arnold for Schools Council). 
This can be described as a course in language and rcasoning for 
children in the primary and lower secondary remedial departments. 

Unit 1: Listening and Understanding Pre-recorded tapes and work- 

sheets designed to increase auditory attention and oral/aural com- 

prehension. Responses required ofthe child are simple, but involve 
careful listening. 

Unit 2: Concept Building Designed to increase the child's skill and 

flexibility in classifying. Introduces the language of classification. 

Unit 3: Communication Designed to increase the child’s oral skills 

of description and enquiry. Particularly useful for the ‘role taking 

Strategies referred to in fig. 2 (page 104); for xample, one child 

may have to describe a strange creature very clearly so that his 

partner can find the correct illustration. Giving an accurate 
description makes the speaker consider the needs of the listener. 

These activities link very usefully with suggestions in the Gahagan 

book cited below. 

(vi) Language activities kit (Scott-Foresman Co). Materials and 
apparatus are suitable for the five to six year-old age range and link 
with reading readiness activities. 

(vii) The dialect kit (E.J. Arnold for Schools Council). This material 
is designed to help the child with West Indian Creole dialect to 


establish correct forms of plurals, Past tenses and subject-verb 
agrecment. Both oral and written work are involved. 


(viii) The language project (Macmillan). 
I Language in action Provides attractive and stimulating materials for 
the development oflistening, speaking, reading and writing. Level 
0 is termed ‘Pre-Literacy’; Level (| is concerned with the alphabet 
and Levels 1, 2 and 3 with basic language structures. The material 
includes books, frieze, duplicator master-sheets and resource book. 
II Language guides These are series of books for the teacher. 


At the time of going to press this project is still in course of 
production. 
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Source books 


The following books all contain ideas for language development: 

BrnrrTER, C. and ENGELMANN, S. (1966) Teaching disadvantaged 
children in the pre-school, New Jersey, Prentice-Hall. 

ExcLE, R. (1966) Language motivating experiences for young children, 
Los Angeles, University of Southern California. 

Ganacan, D. and Ganacan, G. (1970) Talk reform, London, 
Routledge. 

Meyers, E., Batt, H. and CRUTCHFIELD, M. (1973) Kindergarten 
teacher's handbook (sections only), Los Angeles, Gramercy Press. 
Suiacu, G. McG. (1972) Teach them to speak, London, Ward Lock 

Educational. 
The following four books provide ideas for teaching based on the 
L.T.P.A, model: 


Bett, P. (1970) Basic teaching for slow learners, London, Muller 
Educational. 

Karnes, M. (1968) Helping the young child develop language skills, 
Washington, Council for Exceptional Children. 

Kirk, S. and Kirk, W. (1971) Psycholinguistic learning disabilities: 
diagnosis and remediation, University of Illinois Press. 

Wiptake, P. and BELL, L. (1973) The education of the socially handi- 
capped child, London, Nelson. 

Readers are also strongly recommended to rcad Moss, M. (1973) 

Deprivation and disadvantage, Milton Keynes; Open University Press. 

à activities from both the Bereiter and 


Chis book contains sample 
anguage programme. 


Engelmann programme and Marion Blank’s | 


Suggestions for further study 


(a) Using a large colourful picture as the focus of attention, plan in 
esson with clearly 


detail a 15-20 minute language extension le 

defined aims. Remember the points set out on page 103. 
(b) Consider the problems presented by an immigrant child (top 

infant) with almost no grasp ofthe English language. How might 


à teacher attempt to provide some systematic help? 


References 


l. Bens, P. (197 i i Mulle 
ELL, P. (1970) Basic teach slow learners, London, Mutter- . 
7 asic teaching for slo aged children in Bes rts 


9 

2. Bererrer, C. and ENGELMANN, S. (1966) Teaching disadvanta 

" E hool, New Jersey, Prentice-Hall. 

we x AZDEN, C. (1972) in SrAxLEv, J. C. (ed.) P 
-ondon and Baltimore, Johns Hopkins Press. 


re-school programmes for the disadvantaged, 


108 THE REMEDIAL TEACHER'S HANDBOOK 


4. Herer, R. et al. (1972) Rehabilitation of families at risk for mental retardation, 
Madison, University of Wisconsin. 

5. McKeown, W. D. (1973) The generalised use of language stimulation and the 
language-experience approach to reading with older E.S.N. children, 
sertation, Manchester College of Education. 

6. Marrick, I. (1973) The teacher's role in helping young children develop 
language competence, Australian Pre-School Qtly. 14, 18-26. 

7. SrANLEY, J. C. (ed.) (1972) Pre-school programmes for the disadvantaged, London and 
Baltimore, Johns Hopkins Press. 


8. WipLAKE, P. and Bett, L. (1973) The education of the socially handicapped child, 
London, Nelson. 


unpublished dis- 


10. The teaching of reading 


The normal developmental sequence in the acquisition of 
reading skills 


(i) Pre-reading experiences. For most children a carefully structured 
pre-reading programme is unnecessary : once the child has adjusted to 
the demands of school life instruction in reading can, and should, 
begin. For a few it will be valuable to provide pre-reading ex- 
periences which prepare the child for beginning reading and take 
him to the threshold of simple word recognition (see chapter 8). 
I raining in listening skills, encouraging a liking for stories, ensuring 
familiarity with language patterns, all will form important parts of 
the programme. When the pre-reading activities involve word-to- 
word matching, word-to-picture matching, letter and word copying, 
and the recognition of one or two words from flashcards, the child 
Is entering the next stage of development. 

(ii) Early reading skills. The first activities will clearly overlap with 
those just mentioned above; and will usually link with the main 
reading scheme in use in the school or involve the simple sentence 
building experiences related to Breakthrough to literacy. After pre- 
paratory work with flashcards, discussion pictures, sentence cards, 
the first book in a scheme is soon introduced and/or language- 
Experience books are produced by the children. 

Less able children will need much longer at thi 
More attention given to preparation before the first book is introduced 


and more over-learning of material. Word recognition games with 
flashcards, lotto, picture-word dominoes and so on will help to 
Provide revision and reinforcement. 

So far the approach will have been alm 
(look and say). The sound values of lette 
Stressed, although many children making goo 

109 


s stage with far 


ost entirely whole-word 
rs will not have been 
d progress will begin to 
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generalise and abstract basic phonic knowledge for E Oo 
emphasis will have been upon building upa basic sigh E masa 
Fairly soon, unless the child has auditory perceptual p 
phonic skills should be brought into clearer focus. vetu 
(iii) The development of phonic skills. The cular ma ; N 
progress will continue to develop insight into kr OA ^ cd ipee a 
ships and word structure without much specific guidance; dc 
process is more positive and efficient if the skills are taught, * is 
less able child or the child with specific reading disability, it is 
essential that this teaching takes place i 
chance. A sequence for the teaching of phonics is suggested on a 
113. The teaching of single letter sounds, digraphs and blends eps : 
be carried out partly using the words already known by sight ( 4 a 
‘astronaut’, ‘BI’ for ‘Blackpool’) and partly from phonic games am : 
blackboard work. The blackboard work will also stress [origi x 
skills—how to sound out letters, how to recognise and use groups 0 
letters— in order to tackle new words. T 
It has been found that lack of Systematic instruction in iw 
and the absence of an organised teaching programme are apt tc 


; å inthe teaching of 
characterise the Schools which are least successful in the teaching 
reading. 10 


and learning is not left to 


i 7 ; ; is stage the 

(iv) The development of higher order reading skills. At this par 
reader is making much greater use of context to aid ‘skilled guessing 
in wor 


d recognition, Performance is swift 
complete understanding of w 
ment in reading and the a 
is the development of indeper 
abstract information 
important features a 
subject areas, 


and fluent. There : : 
hat is read, leading to increased ener 
bility to read for information. PE 
ndent study skills, the ability to read an 

and detail, to increase 


scan for 
vocabulary, to scan ed 
ES 2 c ther 
nd to utilise reading as a tool in all o 


The basic needs of the backward reader 


Most of the needs of the backw. 
in the instructional levels ( 
forms a summary: 


(i) An improved sel 


T ail 
ard reader are dealt with in ipm y 
pages 114—125); the list below merely 


(ii) A teacher who is 
(iii) Specific training 
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(iv) Auditory training prior to the introduction of phonics for some 
children. 

(v) Longer spent on early flashcard work and sentence building. 

(vi) More time spent in over-learning and mastery of material 
before the next level of instruction is attempted. 

(vii) Careful preparation before each new book is introduced so 
that the stories are read at success level rather than frustration level. 

(viii) Systematic teaching of phonic knowledge and word-building 
skills. 

(ix) A carefully graded programme, which may mean the making 
ofextra supplementary material (worksheets, card games, etc.) to use 
alongside a scheme to make the programme match the child and 
not vice versa. 

(x) The need for correct letter formation and handwriting teaching 
as part of the programme. 

(xi) Finger-tracing and other multi-sensory approaches may be 
needed to aid auditory-visual integration and assimilation for a few 
children. 

(xii) If child-produced books are used, either alongside a scheme 
or instead of the early stages, it must be in a highly structured 
manner in order to teach reading. 


The use of reading schemes 


It has become popular to be ultra-critical of reading schemes, 
because control which has to be exercised over vocabulary and 
sentence structure and the need for adequate repetition of words 
and phrases in the early books result in rather stilted language and 
a poor story line.!? !6 It is considered that this is best avoided, and 
language-experience materials are proposed as a suitable alternative. 
n many cases, however, the criticisms of reading schemes reflect 
adult rather than child reactions. Reading schemes have not been 


š : " . f 
Superseded, and arc likely to continue to be an important part o 
! provide a system and framework 


the total reading programme; they r - 
from the teacher's approach. 


whi ; : : 
hich might otherwise be lacking nes 
Just as it is totally wrong to view à reading programme as 


DEM SK ; i read 

working through the books of a scheme and hearing "ue a 
č 1 7 

Ph often as possible’, so it is equally wrong, particularly Sn 

Cast able, to think that one can do without a scheme. 
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In selecting a scheme teachers should consider the following 
or ee This is particularly important when uei 
material for the older backward reader. The books should cor E 
illustrations which are attractive and in keeping with the inter 
and maturity level of the pupils who will use them. ic E 

(ii) Vocabulary control. This should be indicated in the A 
Manual and/or recorded in the back of each book in the series. 


i in ¢ x will 
Some knowledge of the new words to be introduced in a book w 


; ral 
allow the teacher to prepare the way for that story. In general, 


: e pupils 
many schemes are too steeply graded for the least able pupils, 


apparatus are 
particularly if supplementary readers, workbooks, and apparatus 2 
not used alongside the main books. 


(iii) Supplementary materials and 


books. Consideration should be given 
to the amount of supplementary 


material available within a scheme, 
remembering that a teacher who does not use the material previas 
is at once removing much of the structure from the scheme ae 
cannot, therefore, complain if it fails to teach some children to nes 

As far as possible some of the supplementary materials shou 
involve writing activities as well as reading. f ta 

A scheme which lacks supplementary material may still be usefu 
provided the teacher makes suitable worksheets, games and so on for 
use with the slow learners. 

(iv) Length of book. It is important that the early books in a scheme 
should be fairly short. Nothing recedes like success if a child is on 
the same book for many weeks, 

(v) Ratio of print to illustrations. Illustrations prov 


i i T. and 
2; carly reading books should contain many pictures 


number of illustrations w 
difficulty; but publishers sh 
for children who are poor 


(vi) Size of print and sentence length. 


` SP MT MET nt 
The size of print is importar 
in the early stages of learr 


ning to read, whether the learner is a c 
or a non-literate adult. Large print reduces the need for fine visua 
discrimination; and single lines of print reduce figure-ground con 
fusion (that is they prevent visual distraction from surrounding 
letters and words). It is particularly useful in early books to try tO 
Present one viable unit of information—a meaningful phrase or short 


: H . . e 
sentence—per line; in intermediate and higher level books th 
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VUA AE IAEA DE not be too far removed from the children’s 
ES ev ies dai Over-complex language can greatly 
CU. ability of the material even when the child can 'read' the 
lu pa B phonics. Some schemes do not claim to cater for 
een ve ME rai leaving the teacher to introduce it when 
When € W oec teaching forms the main emphasis in others. 
Factis e em h children who are not making normal reading 
pes ie ea: are particularly useful—even if a teacher's 
gie terii" is very much biassed towards a whole-word approach, 
tention i es scheme used alongside could provide the extra 
pecan ok a and word-building for those who need it. Such 
RP uen Tb: al e from Royal road readers (Chatto & Windus), Step 
Terum cu iru. of London Press), The look out gang (Gibson), 
onimni, as rnold), and Teenage twelve (Gibson). (Sce also 
Hog aie sc US and supplementaries in Appendix 6.) 
T NA angea; ility with other schemes. Most teachers find it useful 
EATER A variety into the reading material by using books 
Saleen : ifferent schemes or sets. How they fit together is usually 
baise [ien fairly subjective assessment ofthe material in the 
bedone scs ‘i ibi allocated to certain grade levels. It can also 
selireuues Mig il he use ofa readability formula or wd chart, 
Sec which can be found in Appendix 5 (c). A useful 
Moon ce system for a wide selection of books is provided by 


Su; 

&gested order for dealing with phonic skills 

ction should make use of words 
principles studied 
prepared material 


A: 

TE a possible all phonic instru 
should b nown to the child by sight. Any phonic 
which S irs by the provision of carefully 

odies the words in a meaningful context. 

sounds (vowel and con- 
d in words already 
iven their hard 


Sta " 

Paste Teach the common single letter 
Puit e introducing each one as the initial soun 
MY by the child (‘c and ‘g’ should be g 


Sta 
e2 " "e 
ge 2 Stress the common short vowel sounds as embodied in simple 


Words: 
PP e.g. hat pet pin log hut. 
e : 
nie J Simple word-building and sound-bl 
rial from Stages 1 and 2. 


ending based on the 
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Stage 4 Teach common digraphs and blends ch sh th st bl tr. 

Stage 5 Simple word-building and blending from stages 1, 2, 3, and 4. 
Stage 6 Teach vowel digraphs oo ee. 

Stage 7 Teach, over a period of time, gr cr br cl pl wh ck etc. 


Stage 8 Word-building and phonic dictation using material from all 
stages above. 


Stage 9 Modification of first vowel by a final e (mad: made, etc.). 


Stage 10 Word analysis and synthesis to consolidate all the above 
stages. Stress common syllable units. 

Stage 11 Extra work on endings, if necessary, 
Stage 12 Vowel digraphs ai ay ea oi oy 


. H H P id 
Stage 13 A consideration of some of the ‘exceptions to the rules’. 
Particular attention to spelling. 


5 es ing er ent. 


ie 0a ou au. 


Levels of instruction for children with reading difficulties 


These levels of instruction relate to the St 
lined in chapter 4, 


LeveL O 


ages of Development out- 


This has been covered in th 
97. 


LeveL | 


. a . 9-— 
e Readiness Training section pages 89 


The individual is ready 
few words by sight. 
(1) Increase basic sight vocabula 


for reading and may already recognise à 


: 79. Work will continue with flashcards, 
picture-word matching, word lotto games, etc., using commercially 
produced apparatus or materials made by the teacher. Basic word 
lotto games (Galt), Word lotto (Remedial Supply Company), Ladybird 
key-word games (Wills & Hepworth) will be found useful at this stage- 


Important sight words or Phrases can also be prepared for use with 
the Language-ma 


ard. It is very useful indeed for self-help 
ht in other situations. 
-literate individual greater attention may be 


focussed upon a basic sight vocabulary of words necessary for social 
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competence (such as danger, poison, keep out, pay here). A set of cards, 
suitably authentic in appearance, is available from Philip & Tacey 
(Essential notices flashcards) . 

At this stage the Sentence maker from the Breakthrough to literacy 
material (Longman) can be used, or the Colet sentence building cards 
(Philip & Tacey). 

Whenever and wherever possible the visual work on word recog- 
nition should be reinforced through writing activities. 

Ifthe child has great difficulty in remembering the material being 
taught it is vital to limit the amount of new work introduced in 
any session. It is extremely valuable for some children, particularly 
those with severe reading disability, to use a multi-sensory approach 
to help with the assimilation and retention ofa few sight words or a 
few single letter sounds. This approach usually requires the child to 
finger-trace over a word which has been written by the teacher in 
blackboard-sized writing on a card, while the child, together with 
the teacher, pronounces the word slowly and clearly as he traces the 
letters with his finger. If the child already knows his letter sounds 
he may, if the word is phonemically regular, sound out the letters 
rather than articulate the word. This is repeated several times 
until the child thinks he can write the word correctly from memory. 
When he is successful at this, he writes the word into his language- 
experience story and/or enters it into his spelling dictionary. The 
word cards are kept by the teacher (ideally in an index box) and 
used for frequent revision. This approach, although time consuming 
and arduous, does bring results and is of maximum value to the 
child who has problems of integration (combining the visual im- 
pression of a word with its auditory-vocal equivalent). Multi-sensory 
approaches are also referred to as V-A-K (visual-auditory-kin- 
aesthetic) or V-A-K-T, with "T" implying that tactile sensation is also 
stimulated through the use of textured letters cut from embossed 
wallpaper or made from sprinkling fine sand over the word written 
with a 'glue-stick'. Tactile sensation is rarely required in ordinary 
school remedial situations, but a much greater use of V-A-K could 
help many slow learners to assimilate and retain early reading 
material. For a more detailed coverage of multi-sensory approaches 


teachers are referred to Fernald,° Cotterell, Blau, and Wolff*— 


the application of such approaches to reversal problems is dealt with 


later in this chapter. 


In general, the teaching at LeveL | will be mainly through a 
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whole-word approach; but it will be useful to begin work on letter 
sound values and very simple word-building with any child who docs 
not require pre-phonics auditory training. If auditory training is 
required see pages 94— 7. À . 
(ii) Developing basic phonic knowledge. As far as possible phonic 
instruction should begin by making use of words already known to 
the child by sight. In addition, and to provide more systematic 
teaching, the following materials will be found helpful: the first 
five games from Stott’s Programmed reading kit, using all three colour 
families in the correct sequence; the introductory books from the 
Royal road reading scheme; the following items from Philip & Tacey: 
Sort and sound cards, Action pictures and w 
and word building cards, Colet alphabet-picture matching cards; from Galt, 


The phonic self-teacher and Initial sound and picture matching cards. For 
the teacher wishing to make her ow 


pictures to match against the co 
miniature gummed stamps, and the Groundwork gummed stamps (both 
from Philip & Tacey) will prove invaluable. 

The early stages of the Clifton audio-visual reading programme (E.S.A.) 
may be introduced for the senior pupil or adult illiterate provided 
the individual is keen to learn. This stage in the programme covers 
basic phonics and simple word-building. 

The Pictogram system devised by Lynn Wendon could be adopted 
for the primary school child who may enjoy an imaginative story 
and would be helped to remember the sound values of letters and 
letter blends by such an approach. The material is organised at 


two levels and may be purchased from P 
Cambridge. 


ord matching, Approach picture 


n materials, for example sets of 
rrect letter symbol, the Pixie 


ictogram Supplies, Barton, 


, silent letters are coloured 
black letters give their common 
blue is used for the long ‘00° sound 
void confusion with 5. There are 
rd, worksheets and teacher's notes: 
age-experience approach. One method 
to combine both whole-word and 


THE TEACHING OF READING 117 


phonic approaches is the language-experience approach. At the same 
time, the method allows the individual to move away from a reading 
scheme with which he associates failure and to make progress through 
using reading material based on his own interests and language 
patterns.!5 This approach is particularly suitable for the older child 
or adult who is a non-reader. 

Oral language rather than the printed page is the starting point. 
The central theme within the language-experience approach is 
epitomised in the statement, ‘What I think about I can talk about. 
What I say I can write or someone can help me to write down. 
What I write I can read’.! It is a flexible approach which can be 
adapted to meet individual needs and can include any specific 
remedial teaching considered necessary from the results of diagnostic 
testing. 

The stages involved in using the approach in a highly structured 
way are summarised below and should not be viewed as separate 


lessons. It is impossible to predict in advance how long a child will 
material at each stage; it 


need to spend in gaining mastery of the 
d to be spread over 


may require only one session, or it may nee 
several. 

Stage 1 As a result of some recent experience or current interest 
(such as a visit to a local factory, a t.v. programme just secn, a 
favourite speedway team), the teacher discusses the topic with the 
child using appropriate language to structure the situation. From 
this discussion a simple sentence which the child wants to write. must 
emerge. The teacher may need to influence the actual choice of 
words so as to include several that occur early in the basic sight 
vocabulary list (McNally and Murray). 

Example We went to the old lighthouse 

The teacher writes the sentence for the child ; both read it together 
and the child then ‘reads’ it unaided. Although the child may 
merely be repeating it from memory rather than reading that does 
not matter at this stage. The child then copies the sentence Into his 
language-experience book (or if he has very poor motor control, 
traces over the teacher's writing), and then adds an illustration while 
the teacher is attending to other pupils. If an old type-writer 1s 
available in the classroom the child can then type out the sentence 


for use in the next session. 
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Stage 2 This should follow as soon as possible after Stage 1, ideally 
later the same day while using the method in its early stages. ge 
The child tries to read back the sentence from _the edes 
session, with help if necessary. The sentence is also written or pin 
on a strip of paper or card which the child cuts up to ia : 
separate word cards. The child takes the cards and tries to a A 
them back in correct sequence to form the original sentence. This ca à 
only be done by careful attention to the characteristics of the in 
dividual words. If he cannot rearrange the cards correctly he 1s 
allowed to look back to the original in his book and match the words 
against it. He continues to practise until he can succeed with the M 
The word cards are now used by the teacher as miniature flashcards 
to train word recognition out of context of the sentence. The teacher 
makes a note of any persistent errors and the child files the cards 
away in an index box, word bank or envelope attached to the inside 
cover of his book. Some teachers find it useful to affix two envelopes 
inside the cover of the book, one to contain the words which are 
mastered by the child, the other for words which the child does not 
know or confuses; these are then used in fut 
and over-learning. 
Stage 3 Revise prev: 
book and word cards. 


aar ed in 
New sentence material 1s introduced and used as suggested i 
Stages 1 and 2 above. 


ure sessions for revision 


i i i p in 
lous material using sentence or sentences 


: rera Of 
W interests and experiences ia 
J, "u 
along one theme. Words par 
ithout hesitation can be entere 


when known by the child. The teacher can sec at a glance, for 
at although ten Pages of work have been produced three 
early key-words havi 


€ not yet been used, This can then be put 
right in the following sessions. 


Stage 4 Unless there is a good reason (such as auditory perceptual 
problems) to avoid doing so, a start can now be made on teaching 
basic phonic knowledge from the initial letters of words already 
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known by sight: /i y 
needs to besup ighthouse, /ike, lorry, lady, li i 
band dae aiii with work n "ieu cede : vom 
The list on st c ete work to extend the experience with uo ag 
s dud TEE provide some guidance. A on uem 
experience material UE niger sae language 
writing rode (an debis. a twelve and a half year-old boy 
Eee tnt c ag e ing of a footstool in handicraft lessons 
ls (eae adera v hisel and drill. This provides the opportunit 
Wath theses hie beginning with the ch digraph, (chop: ras 
Once this xus - (drop, drag, dry, dress). | 
T doe wei is reached phonic dictation should be used to 
the child to "inr TUR of words which have just been studied ettin, 
Siagi 5 oia Mus from memory. : $ à 
ing ability Bom i seems that the child has developed adequate read- 
ofa reading E e n language-experience books the introduction 
Aena tan d ie set of supplementary readers can be anticipated. 
1c child succeeds when the first book is introduced 
will need to 


the 
teacher 
er ca Saas 
know and te j^ lack op the new words which he 
" "ach * » 
oe and, if seca by means of word recognition games, word 
angua ssible, usin m i s | i 
iguage-experience mds g them in the written work in the 
nce a readj : 
bee cading scheme is i 
omnes g scheme is se the le TET 
3 omes the child's free in use the language-experience approach 
Ord list can set s free writing activity and the word index box or 
€ a useful purpose as a self-help spelling list. 


Some f 
Ne final A 
al points. (2 1 ; p ; 
points. (a) If a particular child has difficulty with 
nd values of 


earning ; xS 

Sin ee ee the basic sight words or the sour 

technique d x ee phonics, it may be necessary to use the V-A-K 

almost cert escribed on page 115. (b) At some stage @ child will 
sight words being taught and 

to use games like 


and/or spelling 
perception the 


Put right sy need to practise the 
Word lotto d of confusion. This is the time 
of the Ma board games involving frequent reading 

ds. (c) For the child with poor auditory 


Methc 

Od descr; 

t escribe aa $ ; $ 

9 dela sed above will still be useful since it can be modified 
a later stage. Auditory 


traini 
Whol ll using a predominantly 
aught as à skill 


N order 

arly sia make the recording of language-experience material a 
ange raed (e) The theme, topic or centre of interest must 
equate ree the individual tires of it. (f) The teacher must keep 
ords of work covered, otherwise the structure and system 


Y any intr 

ng Rk Sse inca to phonics until 

€-word "à provided while the child is stil 
ethod. (d) Handwriting will need to bet 
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will vanish from the approach and little real progress sumer ore do 
used inefficiently this approach becomes nothing, mors : pin 
making of scrap-books. Frequent revision, See ea ame st Sai 
teacher-control of material are the vital factors to ensure sans : die 
Teachers who may wish to explore the more general Ds A 
language-experience approach are referred to Stauffer! a 
well.!? 
Se using Breakthrough to literacy, which 1s adip s 
produced language-experience material, are advised to rd ‘ : 
stages described above in connection with the least able childret 


: 3 Ae , roles 
their classes. Are they imposing sufficient structure and contr 
providing enough over-learning? 


LeveL 2 


If the language-experience approach has been followed through E 
outlined above it will have overlapped Lever 2 to a considerable 
extent. On the other hand, if it has not been used at all we are 
now dealing with a child who has m 
largely 
ment. 


ade some progress in reading, 
through a whole-word method. Phonic skills require develop 


In addition to the materials suggested be 
at this stage of development from some 


programmes designed to improve reading (e.g. B.B.C. Look and read). 

(i) Basic sight vocabulary. There may still be gaps to be filled in 
the child's sight vocabulary; diagnostic testing will have revealed 
precise needs. The word lotto games will still be uscful, and for 


older pupils the game Wordmaster major (Macdonald Educational) 
will prove enjoyable and benefici. 


may be designed to coy 
word endings and to 
would use words all beginning with the same letter or letters and 
only differing in fi 


(i) Phonic kno’ 


low, a child will benefit 
of the educational television 
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word-building and spelling the Word maker from Breakthrough to literacy 
can be introduced here. 

Word-slides, word-wheels and word-building card games are 
beginning to become very useful at this level. The following books 
contain detailed suggestions for making such material: Moyle (ch. 
11)," Hughes (ch. 5),? Webster (ch. 8),!7 Jackson.” 

Other appropriate materials: 

Vowel and digraph word completion slides (Philip & Tacey) 
Phonogram workbooks (4 in set) (Philip & Tacey) 


Phonic practice cards (Galt) 

Some of the S. R.A. word games used selectively (S.R.A.) 

Word study units for the Language master (Bell & Howell) 

Tapes from the Remedial Supply Company 

Listening to sounds tapes (E. J. Arnold) 

Sections from Clifton audio-visual reading programme (E.S.A.) 

Early sections from English colour code programme (Senlac) 

The Word control sheets and the Remedial reading scheme for use with the 
Stillitron Aid (Stillit Books) 

‘I spy’ and ‘Pair if (Rupert Hart Davies) 

Happy words game (Macdonald Educational). 

liles* suggests a programme 


In chapters 7 and 8 of his book M 1 
2 and will extend to higher 


Which can be commenced at LEVEL 
levels of instruction. 

(iii) Reversal problems. Ifa child has re i i 
fuses b d p or u n, it is essential that he should be given a motor cue 
(kinaesthetic training) to establish the correct direction of E 
letters, Finger-tracing justone ofthe letters until mastered is pee! 
the most positive WAN: to overcome the problem: first the ex 
should close his eyes (or wear a blindfold) while the teacher guides 
the index finger of his left or right hand (as appropriate) ira 
the shape of the letter ‘b’ written on the blackboard ; the letter n 
simultaneously sounded or named as the tracing 1s repeated ate 
times; the teacher now takes the child's finger over 2 abs ns m 
Small-case letters and the child must indicate quickly anc € ne a 
every time a letter b is traced. This is all performed with in an - 
9r with a blindfold; the advantages of this *modality bloc ps : 

ealt with by Blau.? The aim here is basically to give the chi A 
Physical image against which to discriminate dand p. As soon as 


ached this stage and still con- 
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child has mastered one of the letters thoroughly the Post boxes game 
from Stott’s Kit can be used, together with a self-help card showing 
that ‘little b’ is really only the bottom half of capital B. F his card 
can be left on display in the classroom for some time after aed 
(iv) Comprehension. A tentative start may be made on Ward D 

Reading workshop 6—10 or the appropriate S.R.A. Reading laboratory. 
SRA Lab.la has a main interest age range of six to seven years 
but covers rcading ages six plus to eight and a half years; Lab.Ib 
has a general interest age range of seven to eight vears with a reading 
age range of six and a half to nine and a half years; SRA Lab.lc 


has an interest age range of eight to nine years but covers six and a 
half to ten and a half years reading age. 


LEVEL 3 


Reading ability should be increasing w 
not fully operational. 


(i) Basic sight vocabulary. Any g 


ell, but phonic skills arc still 


aps which still exist in basic sight 
vocabulary must be filled through specific teaching. Flashcards may 
also be used to improve spelling of irregular words. 


(ii) Phonic skills. Much of the apparatus suggested in Lever | above 


may still be needed by some children who are making slow progress 
in the acquisition of Phonic skills. In addition, the following items 
key in at this level: from Stott’s Programmed reading kit, the ‘Brickwall 
IT’, some of the ‘Snake games’ and ‘Find the letter strip IP. The 
English colour code programme (Senlac) will become even more useful 
at this level, as will sections of the Clifton audio-visual programme 


(E.S.A.). The Re 


S medial refresher cards ( Gibson 
tunity for written work, and Phon 
Match it (all card games) 


) will provide oppor- 
ic sets, Phonic pairs, Family pairs and 
help with word-building and the develop- 
ment of phonic sight habits (all from Rupert Hart Davis). The 
Debden suffix changing cards (Philip & Tacey ) also aid word-building: 
, Greater emphasis should be placed upon the studying of word 
families, followed by phonic dictation. Very useful at this level will 
be teacher-made tàpes based on word familics, which should aim to 


; -8- au tail, s-ail, r-ail. f-ail, p-ail, m-ail, sn-ail, 


€ done at the blackboard, the children 


experimenting with new sounds added to a common unit such asa 


THE TEACHING OF READING 123 


» : ; 

ST sequence will be: study, revise, remember, write 

Meo Lopes have access to, and a liking for, audio-visual equip- 

E ing page (Ricoh Synchrofax from E. J. Arnold) is 

a suitable for presenting teacher-made phonic worksheets. 

x s oe books will be found useful as sources for material to 
sed for w ord-study sessions; most contain word groups arranged 

according to phonemic relationship. 


d cos very useful ideas and principles in Appendices | and 2 
ied caen te from Breakthrough to literacy (Longman) and 
ihe ia a ep the Eie reading scheme (Schofield & Sims). 
(ICAA) wis m 3 in The assessment and teaching of dyslexic children 
ists of sounds and a summary of spelling rules. 
Mec. iid material. "The Phonic Group tables at the end of the 
g books in the Beacon reading scheme (Ginn) are invaluable. 
The Word Building books from Let's learn to read (Blackie) 
Sounds and words (Set of 6 books) (University of London Press) 
Sounds of words (Gibson) 
Word games Books 1—6 (Gibson) 
Sounding and blending (Gibson) 
My first, second and third book of word families (Philip & Tacey) 
The booster workbooks (Heinemann) 
Six phonic workbooks (Ginn) 
Sound sense (E. J. Arnold) 
Basic reading (E. J. Arnold) 
Fowler’s Scientific spelling books 1-4 (Holmes McDougall) 
imension 


activities as an extra d 


R 
emember, only use word study 
ed they can result in loss of 


to the r . 
i eading programme; over-us 
interest. B prog ; 
x Comprehension. Thisiscertainly the stage to 
nes ing workshop 6-10 if not already in use. 
ah oq d at the appropriate level is a very 
-Ic has an interest age range of eight t 


p i . 
ading age spread ofsix and a halfto ten and a half years. International 


lab. : 
<a Covers the interest age nine to ten years and reading ages seven 


z Sae years. 
he teacher may also find it useful to prep 


introduce Ward Lock 
The S.R.A. Reading 
suitable alternative; 
o nine years with a 


are ‘cloze’ material for 
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i itti j zhi e child 

the children to use: narrative matter omitting words which the c 
must supply using his understanding of the context. -— 
Some of the suggestions given in the next level may also be helpful. 


LEVEL 4 


Since this level is very much concerned with filling gaps or correcting 
misunderstandings in phonic skill and knowledge, the accurate diag- 
nosis of specific difficulties is essential. 7 

(i) Condolidation of word skills. Having determined the necessary 
teaching points (see pages 56-7) 


» select appropriate materials from 
the following sources to teach 


as necessary: 

English colour code programme (Senlac) 

Remedial refresher cards (Gibson) , 

Stott’s Programmed reading kit, especially ‘Brickwalls II’, ‘Snake games 
and ‘Long word jigsaws’ 

Spellaway books 1 and 2 (Schofiel 
at LEVEL 5. 

The booster workbooks (Heinemann) 

Sound sense (E. J. Arnold) 


d & Sims), which will also be useful 


used very selectively. 
The programme outlined in the book by Miles$ may provide 4 
Suitable framework for some teachers to folloy 


v, and chapter 5 in ee 
extremely useful book by Roswell and Natchez should be rea 
alongside it, 


(ii) Improving comprehension 
Ward Lock Reading workshop 
S.R.A. Reading Laboratories, Li 

reading age range sey, 
Lab 2b. Interest age ten to eleven, reading age range seven and à 

half to thirteen years. 

It is not unusual to fi 
reading ability as asse. 
Neale's Analysis of req, 
questioned about the 


» vocabulary and independent word study. 
9-13 


‘ and 
ab.2a. Interest age range nine to ten ar 
en to twelve years, 


——-————— 
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may also fail to understand fully what he is reading because the 
words are not in his receptive vocabulary. 

The following suggestions may help to improve comprehension: 
(a) select the most interesting and stimulating material possible at 
an appropriate level of readability; (b) set, or read through, compre- 
hension questions before the story or passage is read, then the child 
knows what to watch for and report; (c) give the child experience 
in retelling a story or passage after he has read it; (d) check that the 
vocabulary load is not too great and, if necessary, deal with un- 
familiar words before the child meets them in print; (e) try to select 
reading material which links with the child's own interests; (f) make 
frequent use of ‘instruction sheets’ which the child must read, 
interpret, and act upon—for example, carry outa simple experiment, 
follow a recipe, or make a model; (g) let the child set compre- 
hension questions for others to answer; (h) if the child can cope with 
it, set assignments requiring the use of reference books. 

(ili) Spelling. Specific advice on spelling is provided in the next 
chapter. 


LeveL 5 


At this level the individual is functionally literate. Ensure an 
abundant supply of interesting material at correct readability level; 
at secondary school level in particular it is important to liaise with 
the school librarian to make sure that suitable books are readily 
available in the school library. See Appendix 6 for list of books for 
Reluctant Readers. . 

The S.R.A. Reading laboratories and Ward Lock Reading wo 
9-13 both include reading rate builders to develop rapid but c 
reading habits. In developing project or topic assignment. sheets 
ensure that the material helps to utilise the skill of reading for 
meaning. 


rkshops 
areful 


Suggestions for further study 

reading scheme or set of books to 
gn and make a board- 
hich will help them to 
which they 


(a) Take as a starting point any 
be used by your least able readers. Desi 
game for use with up to four children w 
meet, revise, and over-learn the set of new words 
are likely to encounter in each book. 
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Play the game with a group and consider necessary modi- 
(b) mira you understand by the term ‘phonic = habits’? 
How might these be developed in a backward reader: m 
(c) How would you use ‘phonic dictation’ as an aid to the dev 
ment of word building and spelling skills? ; r 
(d) Ifa child is considered to be reading at frustration ps PSU 
is failing to read correctly 30°, or more of the words in his os; 
discover within your own class how many pupils are attempting 
to read at frustration level. What are the implications? 
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II. Written work and spelling 


T x 
i ji st successfully as 
Writing, like the early stages of reading, develops most suc 
i K iov n 2 
record of what is done and known, enjoyed and felt. 


i j i ath chapter 5. 
This chapter should be read in close conjunction with chay 


Written language 


The flow-diagram below (fig. 3) 
which the normal child passes in 
language for personal recording 
The division between Creativ 
language is, of course, a 
simple recording from an 
history, is ‘creative’ 
pressed his own thoug 
that it is important 
may be reasonably e. 
Creative Aspects. It m 


summarises the stages through 
acquiring the ability to use written 
and communication purposes. | 

e and Utilitarian aspects of peu 
rtificial. Some teachers would argue is 
other subject area, such as mathematics A 
if the child has used his own words and E 
hts. However, the diagram may help to ie 
to consider just how far the least able iem 
xpected to proceed down the branch hea s 
ay well be that there is a definite limit wit 


A : rump qe "eds as an 
this channel in terms of the child's ability and future nc cds : the 
adult. If it is feasible to restrict the amount of time spent wit 

least able children į i 


it may well allow 


Es Itilitarian 
o develop vital skills in the Utilita 

channel. N ‘it would be 

sort of com 


have left school: 


equally wrong to confine pum 
position they might expect axing 
writing letters of application; masi 
up forms, and so on.” ce 
basic minimum for social compete 1 
d embrace the ability to write enm 
(ii) own address (iii) own date of birth (iv) own Js 
(v) own nationality, To this List should be added, if possible, : a 
ability to write a simple letter and send a greetings card, to leav pr 
Written message for a visiting tradesman, neighbour, workmate 
boss, to fill in at least pa 


; where 
rt ofan application form and know wh 
to go for help with the rest. 


(i) own name(s) 
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Fig. 3 The development of written language 


Primitive stage Child's early drawings and paintings ‘tell a story’, a fact which is 
quickly revealed when the child describes them orally. 

First writing Usually a copy of the child's own name. 

(It is still relevant to ask ‘Can he spell his name correctly?’ even at upper secon- 
dary level. If he cannot do so, priorities have got a little muddled in previous 
teaching.) 

Early copy writing Recording ‘news’ from the blackboard, etc. 

At this stage correct letter formation should be taught. 


CREATIVE ASPECTS See ae UTILITARIAN ASPECTS 


Recording own news; original and Written work associated with the 
personalised ideas. reading scheme. 


May be part of language-experience Answering worksheets or workcards. 


approach to reading. 
Writing own name and address 
Writing own stories 
Simple recording from other subject 
areas (history, maths, environmen- 


Poems 

tal studies, etc.) 
Informal 
letters Writing ‘formal’ letters. 


Form filling. 


Y 
Recording and collating materials 


Leading ultimately to unlimited i ti 
from projects and topics. 


creative uses of written expression. 


Descriptions 

Stories Responses on questionnaires. 
Poems 

Plays Material from reference books, etc. 
etc. 


| 

| 

| ‘Note-taking skills’ for seniors, 

| particularly important for higher or 

l further education situations: taking 
down in writing what is relevant 

4 from a lecture, seminar, or demon- 
stration. 


The following general points may be helpful : . 

(i) Most of the written work should evolve from discussion and 
experience, the feeding-in and receiving back of new words and 
Phrases associated with the topic or theme. ‘The good teacher begins 
at this starting point, encouraging them to express their views orally 
and helping them, by questioning, by making suggestions and by the 
interest and respect he shows for their views, to explore their own 
Potential for thinking about the subjects which have been raised and 
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" ind 
for expressing their thinking with sensitivity and ca in i ge qi 
of discussion that many teachers manage to induce = ce 
rooms is a stimulus to good writing as well as an educz 

i in its own right’.8 A ; 
Pi) The slow lar will need to talk through the R 
carefully, and even revise the sequence of points betang Ln iL ts 
to paper. A very simple outline of the main points may DT 
on the blackboard during the discussion; this will give a secu desi 
from which to work. Important words and phrases can be wr 
up to add to the guidance given in the early stages. : ere 

Such ‘talking through’ with the teacher will also aid dim sd 
tence structure: ‘Yes, that's a good point, Craig. How cou 

rite that? / 
i (iii) Leading from the points above, it is obvious that our px 
of ‘free writing’ for the least able should be interpreted as Vie: 
guided writing’ in the early stages. Quite original ideas may be oes 
but the process of organising them before getting them dowr 
Paper needs to be teacher-supported. 


(iv) As confidence and Proficiency increase with the a o 
time the amount of direct help can be greatly reduced for ma 
pupils. 

(v) Whenever possible, 
the class for other pupils t 
his material is a helpful 
newspapers and wall d 
reason; and written worl 
play, even if it is o; 
able children. 


(vi) Small booklets are usuall 


written work, should be erobenged wit 

o read; the knowledge that others will gem 
Spur to the child's efforts. Class hagar 
isplays are very important for the Tte 
k should form a vital part of classroom d! 


; least 
nly one sentence below a picture from the 


: n an 
eracy problems a loose-leaf file is better thar 
exercise book. 


(vii) It should bea 
ith work he is 


ae H : rom 
over strict in the marking of written work fi 
slow learners; if th 


cor- 
€ work appears to need a large amount of 
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rection it must either have constituted an original effort on the 
child's part, and should be accepted as such, or the teacher failed 
to give enough guidance in terms of talking through the material 
beforehand, providing word lists and so on to ensure reasonable 
success. Prevention of mistakes is better than attempted cure, and it 
pays to anticipate writing needs. 

(ix) Train the children to make a habit of ‘proof reading’ their 
written work; they will be capable of detecting and self-correcting 
many errors if they are encouraged to do so. 

(x) The frequent use of exercises on punctuation, on *there and 
their’, on ‘too, two, to’ seems of doubtful value; the learning (if any) 
does not readily transfer to a child’s free writing. It is much better 
to teach these points from a child’s own work. He will, for example, 
immediately appreciate where full-stops are needed if he reads his 
material aloud to the teacher or the class. 

(xi) Do not demand too much written work from a less able child 
unless he wishes to produce a lot. Ensure that what is written is 
meaningful to the child and comprehensible to others. Standards 
should be set (and maintained) according to the individual’s level 
of ability. 

(xii) Some suitable topics for booklet writing are: A book’ about 
myself, with personal data—where I live, my family, my friends, 
what I like, things I hate, etc.; A book about the people in my class, 
with descriptions, opinions, interests, hobbies, interviews, etc.; 4 book 
about this school, interviews with teachers, caretaker and kitchen staff, 
plans and measurements, the playground, lessons, etc.; A book about 
the district, linked with environmental studies; Our visit to . . . ; My book 
of horror stories ; My book of jokes ; My favourite tv programmes. 

Although workcards are available for written work (for example, 
Ladybird series from Wills & Hepworth) most teachers find it useful 
to make their own card material, using colourful pictures from mag- 
azines, colour supplements, art prints and so on suited to the interest 
level of the pupils. Such cards could have on the reverse side lists of 
words which the child writer might wish to use in making up a story 


or description from the picture. 


The following books may be found useful by the teacher : 


Buncrss, T. et al. (1973) Understanding children writing, Harmonds- 


worth, Penguin. 


CLEGG, A. (1964) The excitement of writing, London, Chatto & Windus. 
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HorsRoox, D. (1964) English for the rejected, Cambridge, Cambridge 
University Press. 


Horsnoox, D. (1967) Children’s writing, Cambridge, Cambridge Uni- 
versity Press. 

Maypsury, B. (1967) Creative writing for juniors, London, Batsford. 

Pym, D. and SourHweLL, L. (1956) Free writing (Bristol University 
Publication No 10.), London, University of London Press. 


These sels of books also contain relevant material : 

Eyre, W. (1964) Imagine and write, Blackwell, Oxford. 

Horsrook, D. (1966) Pve got to use words, Cambridge, Cambridge 
University Press. 

Kre, G. (1972) The write around cards, London, Blackie. 

Lang, S. M. and Kemp, M. (1968) Towards creative writing, London, 
Blackie. 


Ratpu, W. (1967) Creative writing for secondary schools, London, Edward 
Arnold. 
For younger children: 


Mirauns, C. (1972) Read, write and remember, London, Blackie. 
MirBuns, C. (1972) Write what you know, London, Blackie. 

Spelling 

Remedial help with spelling will vary according to individual weak- 
nesses, but three general principles should be considered : 

(i) The pupil must be interested in his own progress and must 
feel that he is improving. 

(ii) The aim of the teaching sessions should be to develop useful 
*word study techniques' in the child: the habit of careful looking. 
From these techniques it is hoped he will be able generally to under- 
stand word structure and grasp that sequences of letters occur fre- 
quently together to represent units within words. Though many 
words are learned incidentally, proficiency will be improved if habits 
of word-study are taught. 

(iii) With very weak spellers appeal must be made to as many 
senses as possible. A word must be seen, listened to and pronounced 
correctly for the sound characteristics, and written for the ‘feel’ of 
it. For some children the colour-coding of certain important cues 
can be helpful. 

Games or puzzles which are enjoyable and provide repetition with- 
out boredom are useful, particularly when they reveal answers 1M- 
mediately together with the opportunity for self-correction. 
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The following activities and exercises may be useful for general 
or particular use: 

(a) One of the easiest aids to make and use is, of course, the 
flashcard. These are particularly helpful for teaching irregular words, 
and for the child with poor auditory discrimination or imagery who 
needs to use a predominantly visual approach. The words are intro- 
duced to the pupil on cards about 12" x 4”, the word is pronounced 
clearly and particular characteristics stressed; after about five 
seconds' exposure the child writes the ‘word pattern’ from memory, 
that is, he tries to recreate the image of the word. That ‘imagery’ 
can be improved in a way that aids spelling performance is sup- 
ported by the research of Radaker.* The word is not considered to 
be mastered until the child can write it correctly from memory several 
days later, and many repetitions may be needed for any one word. 
For very weak spellers the word may need to be traced several 
times first. 

(b) Use can be made of ‘gapped words’, with the number and 
Position of the gaps varied according to the complexity of the word. 
A list of tricky words for revision can be written on the blackboard 
with certain key letters missing but with the essential pattern of the 
word still obvious; if the word has a special point of difficulty just 
that spot can be left out: 

e.g. beginning sincerely receive Wed--sday  Feb--ary 
Some remedial workbooks present words with the letters muddled 
and the request that the child discover what the word is and write 
it correctly, It is doubtful if this teaches spelling; it is the kind of 
task which the good spellers can perform and poor spellers cannot. 
One important aspect of word recognition is that the characteristic 
Sequence of letters should be seen and recalled; to muddle the 
Sequence would seem to increase the difficulty. 

(c) Exercises in which the pupil is required to divide words into 
Kies or to construct words from given syllables er jin D. 
Exige can be produced as work sheets, with or without a tap 

ed commentary. The *Long-word jigsaws from Stott's Kit are 
useful here, 
ee nine words in ‘word families’ for reading b PR ideas 
Bane extended to word-study for spelling improv nese = in n 3 
lodge words has been studied they should be reinforced throug: 

(e) A ed by the teacher. f drant 

use of word games can be both encouraging and helptul. 
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Most toy shops sell games such as Scrabble, Spellmaster, Phonic rummy, 
Shake-words and Lexicon. 

(f) The use of simple graded crossword puzzles can assist word 
study, and is very useful with the older child. 

(g) The importance of treating spelling and speech at the same 
time cannot be over-emphasised. Words should always be spoken 
when written, in some cases using a tape recorder to test the child’s 
ability to say the words correctly. He should hear his own pronun- 
ciation from the tape. 

(h) The action of writing is an essential part of acquiring famili- 
arity with a word pattern. Writing a word several times from copy 
need not be looked upon as pointless, particularly if the pupil is then 
asked to write the word again from memory and tested a day or 
two later. Peters? recommends that a child asking the teacher fora 
word to use in a story should be asked to look at the word carefully 
once the teacher has written it, then cover it or turn the page and 
immediately write it from memory before entering it in the story. 
This is far more positive and systematic than blindly copying the 
word from the teacher's entry in his word-book. 

(i) The use of programmed assignments for use with a linear 
teaching machine (e.g. Bingley tutor from E. J. Arnold; Autobates 
machine from Autobates of Nuneaton; ESA tutor from E.S.A.) can 
be very helpful for individualised teaching. Spelling is one skill 
which lends itself very well to the principles of programming. A tape 
recording should always provide the auditory cues in spelling pro- 
grammes, and the Talking page (E. J. Arnold) is also very suitable 
for the presentation of spelling assignments together with a sound 
commentary. The use of headphones or an earpiece allows the pro- 
gramme to be used within the classroom without distracting the 
children not engaged in the work. 

(j) A final note concerning the least able pupils: the best time to 
begin a systematic approach to spelling is when simple ‘look-and-say 
methods of teaching reading are giving way to the teaching of phonics 
and simple word-building. 


It is pointless to expect a good standard of spelling if a child’s 
reading attainment is very poor. Reading improvement must always 
precede any attack on spelling deficiencies, although some specific 
remedial techniques (such as Fernald’s) will teach spelling and word 
recognition simultaneously. It is best to increase attention to spelling 
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when the pupil has achieved a reasonable basic sight vocabulary and 
some phonic knowledge. 

In most classrooms it is useful to compile a core list of common 
spellings frequently needed by most children in their writing. A copy 
of such a list can then be available to a pupil when he is ready to 
develop a self-help approach to his spelling problems. 


Some useful books : 


Arvipson, G. L. (1969) Learning to spell, and Alphabetical spelling lists 
1 and 2, Wellington, New Zealand Council for Ed. Research. 

Benner, D. M. (1967) New methods and materials in spelling, Australian 
Council for Educational Research. 

Burroucus, F. (1957) Vocabulary of young children, Edinburgh, Oliver 
& Boyd. 

Epwarps, R. and Gissox, V. (1964) Words your children use, iris 
Burke Publishing Co. 

Epwarps, S. (1968) Spelling difficulties step by step, London, English 
Universities Press. 

Fow.er, W. (1966) Scientific spelling Books 1-4. Edinburgh, Holmes 
McDougall. 

FnEvnERG, P. (1960) Teaching spelling to juniors, Lon 
Macmillan. 

FReyBERG, P. (1972) First spelling dictionary, London, Macmillan. 

HILDRETH, G. (1955) Teaching spelling, New York, Holt, Rinehart 
& Winston. 

Lercn, D. C. (1958) A guide to spelling for secondary schools, L 
Blackie. 

Mipprerow, R. (1967) Senior spelling, London, Methuen, 


ScHoneLL, F. J. (1932) The essential spelling list, London, 


ork and spelling is provided by 
(Ch.7),°® Williams (Ch. 7 


don and N.Y., 


ondon, 


Macmillan. 


A useful coverage of written w 


Bell (Ch. 6 and 7),! Tansley & Gulliford 
and 8) ,10 


Handwri " 

e already been made in 
co-ordination, but 
struction in letter 
t of place, even 


Several points concerning handwriting hav 
Chapter 5. Poor handwriting may stem from poor 
More usually it is symptomatic of inadequate 1n 
©rmation. Regular practice in handwriting is not ou 
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at secondary level; such practice may involve work from the black- 
board, from specially prepared worksheets, or from fair copies of 
stories or letters already written in rough. Correct grasp of the 
writing instrument, correct sitting position, correct orientation of 
paper, the production of rhythmic and smooth movements all need 
to be checked. If, after reasonable remedial help, a child appears 
incapable of producing legible cursive handwriting he should be 
encouraged to use script writing only. Even if he leaves school still 
writing in this form his efforts will at least be legible to others. 
It should be noted that less able older pupils get a great deal of 
satisfaction from typing their own work provided that the assign- 
ments are fairly short. . 

Appendix 5 contains a list of books covering the teaching of 
handwriting. Two articles by Presland? are recommended rcading. 
The problems of the left-handed child are dealt with by M. M. 
Clarke in Lefihandedness (1957) and Teaching lefthanded | children 
(1974), both published by University of London Press. 


Suggestions for further study 


(a) Discuss with other teachers their views on the importance which 
should be placed upon imaginative writing with slow learners. 
What are your own opinions? 

(b) If you are concerned about the standard of handwriting in your 
class try to bring about some improvement by regularly and 
systematically teaching this skill. After a reasonable period of 
time evaluate the results of this drive. 

(c) Over a period of two weeks make a note of the words which 
are most frequently written incorrectly by children in your class. 
Is it possible to teach the spelling of these words so that they 
are mastered and give no further difficulty? If not, why? 
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12. Guiding development in number work 


Few subjects appear to cause more uncertainty and misgivings amongst 
those of us responsible for the education of the less able child than the 
teaching of arithmetic.!? 


Several writers have pointed out that remedial teachers tend to be 
ill at ease with the teaching of mathematics and number skills 
since not only has content changed dramatically but so, too, have 
methods. It is certainly wise to ask if contemporary approaches to 
the learning of mathematics are ideally suited to the needs, abilities 
and learning strategies of the least able children. It may well be that 
they are—given a competent teacher who is able to provide the 
correct balance between (for the want of better terms) 'discovery 
methods’ and a more ‘didactic’ approach. The supremacy of one 
method over the other has yet to be proved, and most teachers 
actually arrange the lessons so that ‘discoveries’ are guided?" — 
The central notion running through the Nuffield mathematics project 
is that ‘the children must be set free to make their own discoveries 
and think for themselves and so achieve understanding, instead of 
learning mysterious drills’. Fletcher wisely remarks, ‘After discovery, 
you must give the child plenty of practice and time to develop 
and consolidate his understanding of mathematical concepts. It does 
not follow that children always remember what they discover.” 
The flow-diagram which accompanies Fletcher's excellent mathe- 
matics scheme indicates the importance of real situations, active involve- 
ment in learning, language and discussion, and practice. Provided that 
the teacher places more emphasis upon the practice element for the 
least able and guides more directly their discoveries and the general 
application of them to other problems, optimum learning with real 
understanding should take place. Of course, the rate of development 
will be slower. It should be remembered that concept growth 1s 
likely to start later and take longer with slow learners, that abstract 
mathematical relationships are likely to be beyond their under- 
standing, and that they will be poor at generalising from single 
experiences or from skills taught in isolation (hence the importance 
138 
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of not teaching drill divorced from previous meaningful experience). 

In the past few years several very useful books have been written 
containing sections dealing with the teaching of mathematics to the 
least able children. Readers are referred to these authors for a much 
fuller coverage than is provided here: Abelwhite,’ Bell (ch.8),? 
Hughes (ch.6),5 Irving,? Tansley and Gulliford (ch.8)!? and Williams 
(Ch. 9 to 12.12 

The following sections are linked directly with the stages of diag- 
hostic assessment set out in Chapter 6. In attempting to keep them 
Concise they inevitably appear narrow. 

Following the administration ofa suitable arithmetic/mathematics 
test as Puase I, the teacher will select appropriately from the other 
possible PHasrs below. 


Puase II 


Child's performance very poor. 
(i) Vocabulary. Fletcher said that one must not allow a child's 
mathematical progress to be held up by lack of ability to verbalise; 
but the almost total inability to verbalise found in some children 
can bea major obstacle which must be overcome. If the child's under- 
standing of the vocabulary associated with number and mathematics 
i5 very restricted, greater attention must be given to teaching and 
overlearning the appropriate terms in a meaningful context. It is 
not just the vocabulary itself which is important but the syntactical 
Patterns which accompany the verbalisations. For example, ‘Are 
id more dogs than cats? How many more cars than buses? i 
(ii) Conservation of number. This was dealt with on page 97 of the 
section on readiness activities. The important objective is to establ ish 
= the child a real understanding of the constancy ofa set of objects. 
Giii/iv) Sorting and Classifying (by one attribute, two attributes, etc.). 
e following apparatus will be found useful: from Metric-Aids Ltd 
n blocks (mx 7019), Logic diagrams (mx 7037), hee ed 
Bang wr ih sets (mx 7008); from Philip & ery rom 
» attribute elements. (N437), Table-top logica yea 
em diagram circles (N457); from Galt— Attribute blocks (NI 2H); 
a E. J. Arnold—Alo-blocks (SD847); from E.S.A.— Dienes logt- 
ocs. 
. Any sorting appar- 


(v) One-t 3 " 1 sets) 
-lo-one matching (to achieve equal sets s 
el blish one-to-one 


afis NM : 
tus is suitable for this. It is also important to esta 
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correspondence between tally marks or dots on paper and actual 
objects counted. 

(vi) Counting. Obviously, if this basic skill is deficient it can only be 
taught and improved by working with the child individually. Where 
confusion may arise, if at all, is when counting objects over twelve 
in number; sometimes the number-word sequence is muddled 
(fifteen, seventeen, eighteen, etc.), or the child fails to make correct 
one-to-one correspondence between the word spoken and the objects 
touched in order. If the physical act of counting a set of objects 
appears difficult for the child it may be worth examining visual 
perception in some depth. 

(vii/viii) Recognition of number symbols and correct sequencing of number 
symbols. The cardinal value of a number symbol should, of course, 
be related to a variety of sets of different objects containing that 
number of items. Teachers can make symbol-to-group matching 
games (the number ll ona card to be matched with 11 birds, 11 kites, 
ll cars, 11 dots, 11 tally marks, etc.). Useful apparatus: from 
Philip & Tacey—New Colet JSigure-value cards (N39-1 and N39-2), 
Random value and figure matching cards (N156), Croydon number and 
picture matching tray (N43) ; from Galt— Number me (NO44 9E). 

Also useful are teacher-made number lotto cards containing a 
selection of the number symbols being taught or over-learned (1 to 
10, or 10 to 20, or 25 to 50, etc.). When the teacher holds up à 
flashcard with the number and calls it the child covers the number 
on his card. He is the winner if he can later read all the numbers 
back to the teacher from his completed card. Later these same 
lotto cards can be used for addition and subtraction games, the 
numbers on the cards now representing correct answers to some 
simple statement made by the teacher (‘Eyes down for a full house! 
5 and 4 make ...? The number | less than 8?’ etc.). 

Unifix structural apparatus (Philip & Tacey), the use of the Value 
boats, the Inset pattern boards, the Number indicators, the Value cards, 
the Tens and Unit cards and the Notation cards all teach the recognition 
of number symbols in a meaningful way. The Pattern boards, the 
Counting board and the Number track in the Stern Apparatus (E.S.A) 
serve the same purpose. 


(ix) Writing number symbols. This should be taught parallel to the 
above activities. Correct symbol formation should be taught as 
thoroughly as correct letter formation in handwriting; this will 


reduce the incidence of reversals of figures in written recording. 
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(xii) Simple additi f gem i cy " 
ful buses e us dnd subtraction. This should emerge as meaning- 
Gies, he is operations which have just been performed with 
tion should s cquisition of lity in mental addition and subtrac- 
ot be an end in itself; but when a child fully under- 
nt it is certainly helpful to have 
danger is in attempting 


be "aid bonds represe 
to teach d ‘habit responses’. The 
Partitioning « iplation end too early. 

the brin of sets, putting together unequal sets, as v 
orids sete ie ier operations involved, help to make d 
games, all w. ul. Dice games, ring-quoits with ponens e n 

Càn be made abs practice quick addition and su dpt n 
Mathematical with other than the | to 6 dots on the "Ede a 
Materi an contains some very usetu 


vell as 


games folio from Macmill 


i rial of this kind. 
Xii) C, i 
1) Counting on. Counting on and counting back can be taught as 


Us ^ 
gen using Number Ladders, Number Tracks, Number 
and count fo Some teachers argue that children begin rain n 
allows thi back when their own level of conceptual developmen 
(with the cid emerge spontaneously; at js a more positive step 
(xiv) oS able) to teach this operation. : 
Some of Ra hon of coins. This can be taught usin; 
time) and facsimile coins and notes. 


g real money (for 
Money lotto and 


142 THE REMEDIAL TEACHER'S HANDBOOK 


other games help to reinforce learning. Useful apparatus: from Galt: 
Fill a purse (N1843B):; Decimal coin recognition (N1530C): Facsimile 
coins (N1597A). From Philip & Tacey: Decimal-aid coinage chart 
(N360); Decimal-aid money value recognition cards (N358) ; Decimal-aid 
value matching cards (NA83). 

In general at this first stage of development the following ma- 
terials will be found very useful: Lift off—a series of six sets of work- 
cards by Bell, Connelly, Ratcliffe (Davis & Moughton); The early 
stages of Mathematics for schools, level I Books 1-7. plus Teacher's 
resource book (Addison-Wesley) ; Beginning mathematics by Sealey & 
Gibbon (Blackwell); also for the younger children some of the 
Mollie Clarke: Number books from Wheaton. 

Teachers will find the Nuffield Guides / do and I understand, 
Mathematics begins and Pictorial representation very valuable back- 
ground reading. For those using structural apparatus the following 
books are important: Unifix: Teachers Manual by Nixie Taverner 
and Group work with Unifix materials (Philip & Tacey) ; Stern apparatus : 
children discover arithmetic by C. Stern (Harrap); the following book- 
lets by W. H. Pleuger supplied by E.S.A.: Number with your children, 
A guide to the use of the Stern apparatus, Discovering arithmetic. 


Puase III 


(ifii) Addition and subtraction. Use partitioning of various scts (coun- 
ters, sticks) and recording the operations. (For example, a set of 
14 can be partitioned to show 7 and 7; 8 and 6; 10 and 4, etc. 
Follow this with worksheets with examples such as 14 = 7+0; 
6+0 = 14; 14-6 = D; 14— O = 6 etc.) Addition and subtraction 
can also be developed through structural apparatus— Stern's Number 
cases, Ten tray, Twenty tray and Number track; Unifix Number square 
and Operational board. Games such as Quick tens, Quick teens, 
Domi-numbers, Adding bonds and Taking bonds (Galt) give practice 
with enjoyment. 

_ Although there is every reason to try to improve a child's speed 
in performing simple addition and subtraction, the giving ofa regular 
‘mental arithmetic test’ on a class basis is hardly the best way to 
do this; such a procedure only proves to the child that he is not 
very good, ... it does not actually teach him anything. A more 
useful method is to provide the child with all the necessary materials 
to help him to work out the correct answer (counters, number 
Squares, etc.) and allow enough time for him to do this. Each day 
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frequently, the errors occur with H. T. U. when these begin to be 
beyond the child's experience— 100407 written for ‘one hundred and 
forty-seven’. The implications are obvious; keep the numbers within 
the realms of reality and make sure that children who need it do 
get practice in writing them from memory. 

(xi) Telling the time. The need to be able to tell the time ranks high 
on the list of important skills for social competence. Children should 
be taught to tell the time as soon as they are able to recognise 
numerals up to twelve and capable of grasping the idea of ‘minutes 
past’ and ‘minutes to’. 

It must be noted that ‘reading the dial’ can be taught as a specific 
(and very important) skill, whereas appreciation of the passage of 
time—how long it takes to walk to school, how long it is to lunch 
time, how long sixty seconds take to pass—can only come from direct 
experience raised to the level of awareness through discussion. 

Apparatus for teaching aspects of Time may be found in the 
catalogues of Galt, Philip & Tacey, Metric-Aids, etc. 

(xii) Days of the week| Months of the year. If the child does not 
know these then teach them rather than expect him to pick them 
up eventually. Simple work with a class calendar is also very im- 
portant. 


Puase IV 


(i) Reading and writing numbers to 100 and to 1000. The points made 
in section (v) above are relevant here also. 

(ii) Finding a number ‘three more’ or ‘five more than’, etc. Where this 
ability is poor give direct help and practice in precisely this process. 
Tt may be necessary to prove what happens when + is added to 98 
to make 102, (so that it does not make ‘ninety-twelve’ or 912). 
Stern’s Dual board and Number track and any form of number square 
will help to make this operation obvious if a child is still confused. 
Assignment sheets can be made to reinforce such learning, for ex- 
ample, ‘Add 7 to cach of the numbers in this list. Check your 
answer cach time using the number track. 74 7:61 47:34 4-7". 

_ Gi) Place value. A misunderstanding of notation and place value 
A one of the most common problems exhibited by slow learners up 
to and including those at secondary school level. Frequently the 


problem has arisen because abstract numbers much too large to be 
meaningful have been introduced too early. š 
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Place value is made apparent to a child using Stern's Dual board, 
the Unifix Tens and units trays and any form of abacus; also, any 
activity which requires a child to bundle or group sets of ten. 
This type of experience and this stage of understanding is so impor- 
tant that it should not be taken too hastily; and the recordings of 
operations must be fully understood. The notational aspects of place 
value are nicely illustrated for the child by the change in digits 
observed on any ‘click counter’ or on the mileometer of a car; the 
child can see the 9 in the units column give way to a zero while 
the new ten clicks up in the next position. 

(iv/v) Place value and methods of addition and subtraction. Much rote 
learning has taken place in the past to establish correct responses 


ying tens’, ‘one under the line’, or in the case of subtraction 
‘give the top line a 
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from concrete materials, not limited to jam tarts and cakes cut into 
pieces! Philip & Tacey market some uscful apparatus under the 
headings Visual fractions apparatus and Decimal fractions matching sets. 
Much can also be taught from structural apparatus, particularly 
that which is not marked with unit divisions ( Cuisenaire and Colour 
factor). . 
: (vii) The ability to halve and to double numbers. Uf this is weak it 
usually means that the child has had insufficient experience in this 
type of process The implications are obvious. 

(viii) Tables. The vexed question of tables remains unanswered in 
the mind of many teachers—'Should we teach these by rote? Has 
that not gone out of fashion? Certainly the importance placed upon 
‘knowing your tables’ has been greatly played down in recent years; 
but it is still helpful if a child knows multiplication bonds as habit 
responses. The most positive stand to take where the least able are 
are concerned is this: if they can quite clearly demonstrate that they 
understand the structure ofa particular table through using structural 
apparatus, and if they can record their results from this, rather 
than spend an unwarranted amount of time in committing the table 
to memory it is better to introduce a table square for quick reference. 

Some games (such as Tables progress games from Philip & Tacey) 
help to give practice in remembering multiplication bonds. 

(ix) Money. It must be stressed that proficiency in dealing quickly 
and efficiently with money matters is the most important skill for 
social competence; and although introduced much earlier, it should 
play an increasingly important part in the programme for the older 
slow learner. There is no substitute for real-life shopping and bud- 
geting experiences, and these should be used whenever the oppor- 
tunity arises. With younger children games can help to develop this 
ability: Galt produces Banker and Buy-a-toy ; Philip & Tacey market 
Lets go shopping; E. J. Arnold offer New penny pocket money, Shop 
around, Check and Change, Sum-it and Mr. Money; the First mathematics 
decimal money workcards from Hamish Hamilton are useful. Much 
valuable free material on School Banks and Savings can be obtained 


from National Savings Commitee, Alexandra House, Kingsway; 
London. 


( 


_ (x) Measuring. The ability to use a ruler and tape to measure length 
1s reasonably important in life. Care must be taken with the least able 
that unreasonable degrees of accuracy are not demanded in fine 
metric measures. It is helpful, of course, to include measuring and 
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greater and longer-term humiliation than having to experience some 
learning difficulties in the ordinary school. 

If the standard and scope of special educational help within the 
ordinary school could only be improved it would probably meet the 
needs of quite a number of children currently referred for special 
schooling, as well as more adeqately catering for the needs of 
slow learners already in the normal school. 

It is reasonable to ask at this point ‘What is special about special 
educational treatment in the ordinary primary or secondary school ?” 
The several answers to the question will affect organisation. 

All forms of special educational help are characterised by: 

(i) A greater attention to individual needs and individual dif- 
ferences in ability and experience. 

(ii) Modification, sometimes drastic modification, of methods of 
instruction—a diagnostic approach to teaching. 

(iii) Active rather than passive involvement in learning situations. 

(iv) A rethinking of the suitability and relevance of the subject 
matter and skills taught. 

(v) The setting of tangible, meaningful, short-term objectives. 

(vi) Frequent and regular assessments of progress made, together 
with appropriate record keeping. 

(vii) Greater attention to the all-round development of the child 
(social, emotional, moral and aesthetic, as well as academic). . 

(viii) Special expertise, enthusiasm and personality characteristics 
on the part of the teacher. i 

As was indicated and defined in chapter 2, ‘Special education 
isa general term and may be subdivided into four categories, although 
these should be viewed as emphases rather than clear-cut types of 
provision: Adaptive, Compensatory, Remedial, Therapeutic (see page 16). 

Present conditions and problems in the schools, future trends m 
the placement of handicapped children, and the eight characteris- 
tics of special educational help listed above combine to yield the 
following direct implications for organisation : 

(i) In almost every school there will be a number of pupils who 
need adaptive education; that is, almost every aspect of the curric- 
ulum will be modified to meet their needs and a different method- 
ology employed in their instruction. They will need special provision 
in terms of accommodation, equipment, and staff wherever the 
number involved justifies it. Where the number involved does not 
provide a unit viable in its own right, special consideration will 
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does not allow for regular systematic teaching of such children it is 
glossing over or ignoring a principal responsibility. 

The need for early detection of children with learning problems 
in the infant school was stressed in chapter 1; and some suitable 
activities for such children were described in chapters 8 and 9. 
Children who are not making normal progress can be detected by 
the second year of their infant schooling. Sometimes all that is 
necessary is to help the child to adjust to school and to form a 
friendship. 

No one would wish to suggest that infants not making normal 
progress should be segregated. The special help needed should be 
provided by setting aside a regular time each day when either the 
child's own teacher, or a teacher deployed for that purpose within 
a team teaching situation, can plan and implement appropriate 
readiness and teaching programmes. Where part-time or super- 
numerary teachers are employed in the school they are not neces- 
sarily the best people to use for remedial or special teaching, unless 
they are already experienced primary teachers or have followed 
some in-service training course to equip them for the work. In some 
situations it is better to use such teachers for other work with larger 
groups and classes so releasing the class teacher to do the special 
work with her own slow learners. Some schools favour taking thc 
group of children to receive special help out of the class; others 
prefer that the extra teacher go into the classroom and work with the 
group in that setting. Such matters are for internal decision. 

In many infant and junior schools more special-group work could 


be done if the head teacher actually taught for a few periods cach 
week. 


The junior school 


Some junior schools in favoured catchment areas may not have à 
serious remedial and compensatory education problem. It may be that 
difficulties which do arise can be dealt with entirely by the class 
teacher through careful planning of the working day (see also pages 
166-73: and the books by West?! and Dean’), In other schools, 
with only slightly larger problems, it may be that the regular with- 
drawal or extraction ofa few children from various classes for extra 
help in basic subjects will meet the need adequately. The groups may 
be taken by a member of the school staff, a part-time teacher or à 
Visiting peripatetic remedial teacher. The role of visiting remedial 
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teachers is changing in many authorities, and they now tend to 
provide an advisory service in addition to, or instead of, a teaching 
service. In cither case, it is important that if a teacher other than 
the child's own class teacher provides help there should be liaison 
between the two so that the work and suitable activities recom- 
mended for the child ensure continuity. 

In some junior schools in socially and economically depressed areas 
the need for special educational help of all kinds may be very great. 
Pwo parallel forms of provision are usually necessary—group with- 
drawal for some pupils, plus special class provision for the least able. 


Two junior school systems are summarised in the two tables pres- 
ented below: 

SCHOOL A 185 on roll. 

Form F 1. ls year mixed-ability class, 38 on roll. 

Form J 2. 2nd year mixed-ability class, 36 on roll. 

Form J 3. Combined Ist/2nd year special class, 20 on roll. 

Form J 4. 3rd year mixed-ability class, 37 on roll. 

Form J 5. 4th year mixed-ability class, 36 on roll. 

Form J 6. Combined 3rd/4th year special class, 18 on roll. 

Pwo teachers are involved full-time with the two special classes 
except for music and games. The head teacher takes forms for these 
Subjects and so releascs the teachers for remedial group work in 
lower juniors, 

SCHOOL B 164 on roll (with infant department on same cam- 

pus). iun 

Form J |. Special transition class for all top infants/lower Juniors 

with learning difficulties. 

Form J 2. Normal Ist year mixed-ability class, 36 on roll. 

Form J 3. Normal 2nd year mixed-ability class, 38 on roll. 

Form J 4. Normal 3rd year mixed-ability class, 35 on roll. 

Form J 3. Normal 4th year mixed-ability class, 40 on roll. Th 
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fail it is almost always because the teacher in charge does not 
believe in what he/she is attempting to do— perhaps does not believe 
that some degree of segregation is necessary for the non-literate 
child—or is attempting to provide special help with no allocation 
of money for equipment and books, and in unsuitable accommo- 
dation. The problem is well stated in the Plowden Report: ‘to be 
educated in an unsatisfactory remedial class can be the worst ar- 
rangement of all for a slow learner. The danger of a remedial 
class or group becoming a place from which none escape and which 
perpetuates a sense of failure and hopelessness ought to be recognised’ 
(para. 852). Other dangers in creating a special class will be con- 
sidered in a moment; but first, it is more useful to delineate the 
positive advantages in such provision since they out-weigh the dis- 
advantages. Also, it should be added, most schools of any size need 
remedial reading groups in addition to the special class provision—it 
is not an either-or question. 

The advantages of a special class or classes are: 

(i) Children who need adaptive education are more likely to 
receive this in a special class (or, if the school is streamed, in the 
bottom stream). It is much easier to plan a meaningful programme 
and to employ suitable methods if the children are brought together 
to form a viable unit. 

(ii) Children with major learning difficulties need to be with one 
teacher for much of the time, a teacher who gets to know them 
well and sets levels of expectation and standards which are realis- 
tic in the light of the child's problems. Such a teacher is likely to be 
consistent in her handling of the group and this engenders a feeling 
of security. This is usually the situation at primary level, but it 1s 
rarely found in the post-primary levels where subject-specialisation 
is the main aim. ` 

(iii) The teacher of a special class will find it easier tO teach 
diagnostically and to make the work suit the child. 

(iv) Slow learners don’t readily cross subject barriers. Having à 
class for most of the time means that the teacher can integrate the 
work in a meaningful way. Again, this is already done at primary 
level but rarely at the secondary level. 

(v) Having your own form base, a place which is ‘yours’ adds to 
the feeling of security and belonging and stability referred to above. 
Many slow learners at secondary level have no firm base but change 
from room to room for almost every period on the time-table. 
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(vi) Almost all aspects of the adapted curriculum can, if the 
teacher wishes, become the vehicle through which to improve basic 
skills of oracy, literacy and numeracy. 

(vii) In a special class situation it is much easier to do more 
than pay lip-service to the idea of improving social adjustment 
and developing independence. Children who are isolated and rejected 
in the peer group, or who are lacking in confidence, can be helped 
to integrate by careful allocation to work groups where they can 
make some contribution and the manipulation of social situations 
to enable the children to show their worth. That the least able 
pupils do tend to have problems of acceptance within the peer group 
has been noted elsewhere.22 

(viii) A special class should be small, with an absolute maximum 
of 20 pupils. 

Ideally, a special class will contain pupils of one age group only; 
the creation of a special class containing pupils from a wide age 
range leaves much to be desired, and should be avoided if at all 
Possible. At junior level it is possible to group two years together 
(Ist/2nd or 3rd/4th years) but again, it is not really recommended. 
Mixed age classes in the secondary school should be avoided. 

If any teacher still has doubts about the value of special class 
provision they should read the book by Davie? and Survey 17 from 
the Department of Education and Science." 


; ria dangers inherent in creating a special class ma 
Sed as: 


y be summar- 


(i) The problem of ‘stigma’. To many teachers any form of seg- 
Tegation is very undesirable: such teachers might remember the state- 
ment, ‘A child cannot be more cruclly segregated than to be placed 
Mn à room where his failures separate him from other children who 
m Experiencing success’ (p. 99).* atal 
t Actually, when the least able pupils are catered for apase 
E efficient teaching of mixed-ability groups both pu 
ACT Secondary levels becomes a much more viable proposition. 

lere seems little point in finely streaming able and average children 3 
ni Problems emerge when non-literate or semi-literate oe 
a * taught in large mixed-ability classes which also contain s 2 

Xtremely able pupils. If an increasing number of ESN children 


i i i ses 
is fe Contained in the ordinary school the need for special clas 
'kely to increase also. 


Although a special class is bound to be recognised for what it 1$ 
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both by the pupils within and outside, at least it can be treated 
within the school as just another class. It should be numbered or 
lettered along with the rest, not referred to as the special class’, 
‘the progress class’, ‘the opportunity class’, ‘the remedials', "the 
remove’ or as the present writer's first class in a large secondary 
school was known, ‘lower 13°. The teacher should also strive to 
build kudos in the class in ways which are respected by other 
classes: ‘the form that built the canoe during the lunch hours’; 
‘the form that won the basket ball competition’; "the class which 
runs its own disco’; ‘the classroom where you arc allowed to use 
the teaching machines and the tape recorder’. 

The special class or unit (and equally the teacher should never 
become isolated. 

(ii) The special class may become the dumping ground for all 
the school’s ‘misfits’. Some misfits do belong in the special class 
if their problems stem from limited ability and poor background: 
but others, bright but very troublesome children, do not belong in 
the class. . 

(iii) The creation of a special class may tie the remedial specialist 
down too much to one small group. This should not happens and 
need not, as the time-table on page 169 indicates. 

(iv) The class may be ‘special’ in name only—no extra money 
for special equipment or suitable accommodation provided. . 

(v) A special class can appear on paper to have solved the special 
education problem in the school; but may actually leave twice as 
many pupils in need of help outside the group as within it. Hence 
the question ‘shall we have a special class or shall we have a system 
of group withdrawal?’ is not an either/or matter; as was stated 
earlier, in most schools with any appreciable problem both forms of 
provision are required. 

(vi) There is a danger that the standard of work expected from the 
children may gradually decline if the teacher in charge never has 
contact with any children making normal progress." It is easy for 
the teacher to forget just how much bright children can produce 
virtually unaided. 

(vii) At secondary level the special class time-table should not 
prevent the pupils from having very beneficial contact with some 
subject specialists, for instance in art, drama, music, domestic science 
even though these areas may also be integrated already into some of 
the special class programme. 
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(viii) If a pupil is wrongly placed in a special class and is not 
transferred for several terms, it becomes increasingly impossible, at 
the secondary level, for him to pick up the threads of some subject 
syllabus which has been followed by the main streams. 


Streaming children by ability and attainment in the primary 
school is rapidly disappearing as an administrative practice, mixed- 
ability classes now being favoured. However, some junior schools 
do still stream, and many more secondary schools still adopt it as 
their pattern of organisation. The bottom stream more or less equates 
with a special class in each year; it does, however, tend to be larger 
, but as far as possible should be kept 


than the prescribed 20 pupi 
small to allow for the provision of special educational help. 


Special educational help at secondary ( post-primary ) level 


At secondary level there exists a very real problem, aggravated in 
many schools by the pattern of organisation which stresses subject- 
specialisation and ignores the learning difficulties of some of the 
pupils. The present writer has no hesitation in describing some 
secondary schools as gr ards of human potential for the non- 
academic child. The lack of consideration of the needs of slow 
learning secondary children in some areas and schools is tantamount 
to a local if not a national scandal. The point is well put in the 
Department of Education and Science Survey 15,!° ‘A number of 
schools involved their slow learners, at least for the first year or two, 
in a common curriculum ... the effects were often unfortunate and 
in a few cases disastrous. The ability range in some classes often 
posed intractable teaching problems; extreme specialisation exposed 
the slow learners (and maybe the not-so-slow learners) to too many 
changes of teachers (in one instance as many as 14, for even single 
subjects like English were sometimes subdivided among several 
teachers), none of whom had sufficient time (and not all had sufficient 
interest) to get to know the needs of the slowest pupils in the round. 
In some cas pupils with barely the rudiments of literacy (in a few 
instances not even that) were bored and bewildered in all lessons 
demanding the use of books. Both time-table and curriculum were 
fragmented to the point of being incomprehensible to the least able 
pupils. Arrangements such as these constitute not equality of oppor- 
tunity but a denial of opportunity, a denial of opportunity for suc- 
cessful achievement’ (p.25).!^ 
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The H.M.I.’s who conducted this enquiry found that only 5l 
schools in a sample of 158 had a special department to deal with 
special educational needs. Even when ‘remedial departments exist 
they may exist in name only, and close observation within the 
school fails to reveal any positive approach to tackle the problems 
of the least able. In other cases (relatively few) one does find a well- 
structured department with wide terms of reference offering a pei 
of special help. Such departments are beginning to shed the s 
‘Remedial Department’ in favour of ‘Department of General Educe- 
tion’, or ‘Department of Basic Studies’; and why not, if it helps 
to improve the image? "m 

At the secondary school level, and at different stages within the 
secondary course, various systems are advocated including the fol- 
lowing variations: . 

(i) Streaming This implies that the children are sorted into class 
units on the basis of ability and/or achievement, the more able 
pupils being placed in ‘top streams’ and the least able in ‘low streams . 
It was found to be the most common form of organisation in the 
survey referred to above. ] 

Streaming as a procedure has developed certain unpleasant us 
sociations due largely to rescarch findings which suggest that a 
child once ‘branded’ with a stream or grade label will eventually 
oblige by performing at that level regardless of his potential.” ^ 
However, in many secondary schools the provision of a remedia 
stream (not called by that title) is no bad thing provided that it 15 
taken for much of the time by a suitable teacher, and in other ways 
conforms with the special class outlined above. It is certainly erus 
preferred to some superficial and inefficient attempt at creating 
mixed-ability forms with teachers who do not expect the system m 
work successfully even before its implementation. m f 

(ii) Broad banding This term usually implies a coarser division g 
the year groups into ‘A’ and ‘B’ bands, which in a six-form Wn 
school may contain three forms each. The ‘A’ band contains children 
of average and above average ability, while the ‘BY band caters 
for the children who are average and below. Broad banding Ps 
also have running through it a system of subject sets and/or wit 
drawal or extraction of pupils for special help. . 

(ili) Mixed-ability grouping This pattern of organisation is becoming 
more popular, largely because of the reactions to streaming referre 
to above. Provided it is well organised, mixed-ability grouping C2" 
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present a very stimulating situation in which to teach and to learn. 
Usually the system is restricted to the first two years of the post- 
primary course, giving way to some form of setting or optional 
courses in the upper school. 

Some mixed-ability systems fail because the class is not taken by 
one teacher for several periods and subjects on the time-table. To 
send a mixed-ability class to different subject specialists for almost 
every subject never allows a teacher to get to know individuals 
within the group, yet this is the pre-requisite for successful teaching 
across a range of ability. Mixed-ability classes are not infrequently 
‘streamed internally’ through the creation of work groups which 
clearly reflect different ability levels within the class; this would 
appear to defeat the object of the whole exercise. 

Mixed-ability grouping may also have running through it a system 
of group extraction for special help; or remedial teachers may supply 
special help within the classroom, working in partnership with the 
class teacher for some periods in the week. This has the advantage 
of linking the special help with the normal on-going class work. 
Unfortunately, not all teachers are able or disposed to work in 
partnership in this way. 

(iv) Subject setting This system is much favoured in many schools 
as it avoids the clear-cut segregation which streaming or special 
classes may seem to present. Pupils are allocated to sets according 
to their ability in a particular subject. It usually requires fairly 
extensive ‘block time-tabling’ (so that up to six or seven sets can 
all have mathematics at the same time, or three sets can always 
have mathematics at the same time that three other sets take another 
subject, etc.). It can, but need not, destroy the ‘class’ as a viable 
social unit, create a sense of ‘not belonging’ to any teacher, and 
it may separate mutual friendships. 

(v) House groups or tutor groups In some schools one finds the odd 
practice of having groups which meet only for purposes of regis- 
tration then dissolve and go separate ways in sets, bands and streams 
for the working day. The teacher in charge is theoretically supposed 
to have pastoral care of the children within the group; but he is 
unlikely even to know many of them unless he also teaches them: 
The children sometimes lack a form-base with which they can iden- 
tify; they may even lack a desk or a locker and be compelled 
to carry with them all items required for the day's lessons. This 
Probably describes the most inappropriate system from the point of 
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view of the least able, who need security and stability above e apr 
(vi) Team teaching This is not necessarily an ae Da 
organisation but an approach which may be used from dun te à s 
within any of the existing systems. It gives teachers the pa mee 
of co-operating and working together as a team, each ima rla 
useful contribution from his or her own particular skil s. yet pl : 
same time widening and increasing their own expertise. i z p 
approach which allows not only barriers between subject arca 


be broken down, but also barriers between streams, sets or class > 
It is beyond the scope of this Handbook to describe in — 
the operation of various forms of team teaching. It will mue : 
illustrate the connection with remedial and special help by giving 
«ample. . " 
TOR Ie school with a six-form entry and a special an 
the whole of the first year age group (including the special class 
are block time-tabled for ten to twelve periods per weck for a ih 
ject lasting a fortnight. Seven teachers (including the ton 
teacher) are made available to form the team, and the success of t : 
project depends entirely upon very carcful planning by them — 
hand. Give and take and compromise are always necessary É ids 
pre-planning. Appropriate resource materials, audio-visual aeg 
must be gathered together, visits arranged, group work planned ar a 
if necessary, speakers from outside the school booked for certa e 
times. The planning needs to be so thorough that at most only lai 
team teaching project should be attempted in each half teme, fn 
probably true to say that the biggest single obstacle to team teac a 
is the difficulty encountered in attempting to get seven teachers 
co-operate ! (See fig. 4) ` E 
(vii) Other systems and variations of the six presented here are 
cribed in articles in Remedial Education.14 151823 ae 
It is easy to be critical of special educational provision in the vi a 
dary school, but the inherent problems in many systems n ul 
difficulties in staffing, accommodation, finance and the right 
demands of the academic as well as the non-academic pupils. (ws 
teachers have differing philosophies and may believe very firm A 
the policy which they implement. It is not possible to Lee os 
the perfect system of special educational treatment at secon E 3 
level—too many variables are involved. However, on page att 
pattern is presented which is applicable (with modification) to ma 
secondary schools. One assumption has to be made: the gener 
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Fig 4. Example — Remedial work linked with team teaching. 


Theme ‘Communications’. 10-12 periods per week for two weeks. 
6 classes 4 special class. 7 teachers (including remedial teacher). 


FIRST KEY SESSION 


Whole year group taken together Bringing together of all 

for short, vivid, stimulating group work. Display. 
session. Audio-visual material Evaluation. Reporting back. 
(film and tv). The session outlines 

the whole project and suggests lines 

of enquiry. 


AW. 


Different staff with different activities. eee Vor 
Some grouping may be by ability ( for the AWNICESHHIOM: 
purposes of higher level reading/writing activities) 

other groups mixed (c.g. for visits, etc.) - 

Groups may change after one or two sessions. 


finite changes 
SECOND KEY SESSION poe p acti 
of grou y 


Consolidation of group work. Reporting back. oe 
Presentation of new lines of enq of work groups. 


The remedial teacher advises on content for the less able pupils at. the planning 
Stages and also takes a group at all group sessions (but not necessarily one of low 
ability). The less able pupils are integrated for as much of the programme as pos- 
sible. The remedial teacher also links basic skill work related to the project during 
class lessons, and in this way even the special class are able to present written 


work in the final exhibitions and display. 
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pattern of organisation within the school must allow for such prov- 
ision by giving it reasonably high priority when the annual time- 
table is devised. If special education is merely slotted into the spare 
spaces on an otherwise complete time-table then there is limited 
hope of success. 

First, what is the size of the special educational problem in the 
first year of a secondary school with a form entry drawn from 
a reasonably favourable part-urban/part-rural catchment arca? 
Although reading is certainly not the only criterion upon which to 
assess the size of the problem, the following figures reflect some- 
thing of the probable minimum need. The figures arc unrealistic 
for some secondary schools in depressed areas where the reading 
attainment levels in the table below can almost be inverted to give 
a true picture. 


Size of intake N = 229 Reading Test used Daniels and Diack Test 12- 


Reading Ages Number of Pupils 

11} years or above 106 

10-113 years 56 

9-10 years 29* 

8-9 years 13 | The children in these categories defi- 


528 years 6 nitely require special help with read- 
ing and written language, some also 
with mathematics. Total not less than 
31. Approximately 18 candidates for 
a special class. 


6—7 years 7 


Below 6 years 


or 


asu red 


ios 8 9 i ii B spe z " 
hese 29 pupils comprise an ‘at risk’ group in secondary schools. Their me ding 
: cadin£ 


reading age usually means that they do not receive any form of help with ri 
(they are deemed "functionally literate’) Yet they cannot cope with most secondary 
school textbooks, The English specialist may not perceive their need to develop 
reading s and hence these pupils may leave at the end of a secondary course 
with a reading age equivalent to that at entry. It is pupils like these who benefit 
ftom such material as the SRA, Reading laboratories and the Ward Lock Workshop 


9- ; 5 
9-13, and such material can be put in the hands of the English specialist. 
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PATTERN OF PROVISION WITHIN A SECONDARY SCHOOL 
(before raising of school leaving age to sixteen years) 


Note No day special school for educationally subnormal children in 
the arca so the school contains a higher than average number of 


ESN children. 


Deployment of staff Remedial help through 
extraction from 
Ist Year (N = 222) normal classes 
Six mixed-ability classes 
plus one special class (n = 20) 20 pupils. 
2nd Year 
Six mixed-ability groups 
plus one special class (n = 12) 18 pupils* 
3rd Year 
*Six classes only, sets for most 
Subjects. (lowest set) 8 pupils? 
4th Year ] 
Course options with sets for 
maths and language skills. (lowest set) 6 pupils? 
Sth Year 
Examination courses (GCE/CSE) Tutorial help for a few 


selected individuals in 
spelling and maths. 


Staff in Special education department 

| Head of department with specialist qualifications in remedial 
education. He takes first year special class for 24 periods per week; 
and basic English and mathematics with the bottom set third year 
for 10 Periods per week. 


* m. . 

Mos group of 18 pupils contains some who were transferred from a special 
i b the end of the first year but still need help in basic skill subjects. 

1 e time-table for work in sets. — 

* pupils in third and fourth years are the ESN chi 


i e fh i E ^ 
life, “ire extra support, both teaching and counselling, 


ldren of limited ability 
throughout their school 
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1 Remedial teacher (full-time) takes second year special class for 
18 periods per week; and basic English and mathematics with the 
bottom set in the fourth ycar for 10 periods. She also takes 6 periods 
of remedial group work per week (extraction from normal classes). 

1 Part-time teacher (mornings only) takes 18 periods per week of 
remedial reading and mathematics (extraction groups from normal 
classes) . 


OTHER POSSIBLE PATTERNS OF PROVISION AND DEPLOYMENT OF STAFF 


These do not relate to the school presented in detail above. 


(i) One specialist available for 33 periods per weck 
Ist year Special class 19 periods 
2nd year Lower stream or set 5 periods on language skills 
+ periods on number/maths skills 
3rd] Hth year Withdrawal groups + periods 
(ii) One specialist available 33 periods per week 
Ist|2nd year Special class 19 periods per week 
Withdrawal groups 5 periods per week 
3rd year Lower stream or set 5 periods on language skills 
4th year Withdrawal groups + periods per week 
(iii) One specialist available for 33 periods per weck 
Ist|2nd year Special class for 20 periods per week 
3rd|4th year Withdrawal groups for 13 periods per week 
(iv) One specialist available for 30 periods per week. No special class 
Ist year Lower stream or set 8 periods on language skills . 
6 periods on number/maths skills 
2nd year Lower stream or set 8 periods on language skills 
4 periods on mathematics 
Upper school Remedial groups + periods only for least able 


(v) Two remedial specialists available for 30 periods per week each 


Ist year Special class 20 periods 
Ist year Remedial groups 10 periods \ acai 
2nd year Special class 18 periods 
2nd year Remedial groups 6 periods Teacher B 
5rd) 4th year Groups 6 periods 


(vi) Two remedial specialists: Teacher A = 30 periods: 
Teacher B = 20 periods. 
Ist|2nd year Special class 20 periods 
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3rd year Lower English set 6 periods 

Lower maths set + periods 
"i pl Remedial groups 6 periods 
2nd year Remedial groups 6 periods Teacher B 
Upper school Remedial groups 8 periods 


\ Teacher A 


Wi r: 
hat are the terms of reference for a remedial department? 


Ld deine i of special educational help (adaptive, com- 

ace e " E wis therapeute) within the school, making op- 

ai (he dioe vj p ia teaching staff and providing optimum cover- 

sarkani er 5 = mes. This may involve both special class 

alases T edt a aie groups or individuals extracted from normal 

What is the em race counselling and liaison as well as teaching. 
e role of the head of the remedial department ? 


ly "I wesdes: Mer aus , " 
Rd O assess the nature and extent of the special educational 
ae within the school, and keep regular checks on the situation 

“ia the five school years. 

Im s m " 
sis de plan, in collaboration with the head teacher, a system 

eng n help to meet the needs of the school. 
diaeta ees and assessment of children's learning problems; 
often g of appropriate lines of remediation ; advising other teachers 

(i "Eo methods and materials. 

iv es " " T i 
hel © keep detailed records on each child receiving special 

P, (see below). 

(V) Liai ; 
jects aison with heads of departments covering all school sub- 

— mainly A : Me 
Bibi ainly an advisory role suggesting necessary modification to 

i Syllabus, etc. 

vi) Withi ; mera uf acai "—- 
Nu ithin a mixed-ability situation, responsibility for notifying 
learnin E teachers and subject specialists of children with 

(vii 4 ifficulties, their needs and their limitations. 
Psychol esponsibility for calling in help from outside agencies (School 
Sires: ogical Service, school medical officer, etc.) when this appears 

(viii) Pag order to help certain individuals. 

asto i 
course, ral care of the least able pupils throughout 
(ik) Draw; 
epartm rawing up ‘departmental policy’. TT. 
and spe ental meetings at which general problems may 
Should ifie children considered in detail. These ‘case conferences’ 
at times involve other teachers who are having problems 


the school 


he calling of regular 
be discussed 
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with a particular maladjusted child. It is vital that all staff teaching 
the child adopt a common pattern of reaction to the child's be- 
haviour, and avoid diversity ranging: from the very permissive to 
the extremely strict. 

(x) Liaison with parents, careers master or careers officer at time 
of school leaving. 

(xi) In some schools the responsibility for all forms of testing and 
assessment throughout the school falls upon the remedial department 
head. 

(xii) The head of remedial department should have some say in 
the selection and appointment of staff to the department. 


Record keeping 


It is generally accepted that all teachers need to keep records of 
pupils’ progress and attainments. Too frequently this amounts merely 
to the recording of a child's marks for particular subjects or pieces 
of work. Such marks are subsequently totalled for a term or a year, 
and the child is ranked as good, average or poor on this result. 
At best, this form of recording serves a very limited purpose. 
More detailed and personalised recording is necessary within a reme- 
dial department. 

There are two principal reasons why records need to be kept: 

(a) To give an up-to-the-minute picture of a child’s present level 
of achievement, together with some indication of the progress he 
has made in the past, his particular strengths and weaknesses and 
his social adjustment. If a teacher is really gearing his instruction 
to the individual child’s needs he just cannot do without such notes 
and records of progress. These are ‘personal’ records for the teacher's 
own reference and guidance. 

(b) To provide concise information about the child for the guid- 
ance of others (perhaps the head teacher when making a report, 
the educational psychologist, the school medical officer, the careers 
master or the school counsellor). In particular such information 
should be passed on to the next teacher taking the child over !? 
a new class or new school. 

The best form of record keeping to meet requirement (a) above 
is a record book with a thumb-index down the right hand margin- 
Several pages are set aside for each child at the beginning of the 
year, and are made available for a cumulative record. The book 
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will contain background information from previous schools, from 
home visits, from testing and assessment, and a summary of the total 
implications for teaching. This record book is for the teacher's own 
n it contains too much information, some of it confidential, 
for general purposes. 

To meet requirement (b) above, the head of the remedial de- 
partment should design a record card or record sheet for use within 
the department. It should contain appropriate headings and space 
for a concise summary of only the really relevant information con- 
cerning any child who is receiving some form of special help, 
cither in a special class or in a remedial group. These cards will be 
updated perhaps once a term. 

The school record card (usually kept in the head teacher’s room 
or the school office) should have a note attached to it indicating 
that the child is receiving special help and that up-to-date information 
is available from current records in the remedial department. 

Useful information on record keeping is contained in the little 
book by Dean. 


referenc 


Classroom organisation 


One look at the classroom plan (fig. 5) indicates that the. kind. of 
room which is most suitable for work with less able juniors and 
seniors is not unlike the average infant classroom—but with fewer 
pupils per square inch! The equipment and surroundings will be 
more in keeping with the older children’s level of maturity and 
interest. 

The absence of desks arranged in formal rows allows greater flex- 
p work for much of the time. 
atic and permanent; their com- 
tivity and should certainly not 
imes the teacher will organise 
withdrawn child is placed 
he gets the opportunity to 
tuation is not monopolised 


ibility for organising grou 

Work groups should not be st 
Position will vary from activity to ac 
be a form of internal streaming. At t 
Broup work in such a way that the shy, 
in a group or given a partner where he/s 
achieve at least some success because the si 
by more confident, extrovert members oft 

It is not always essential to use sociome 


he class. 
tric techniques and the 
al relationships within 


Construction of sociograms to determine soci 
help to support a 


the class; but it is one method which may 
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Fig. 5 Special classroom for 18 to 20 pupils. 


[ oma [SAC DR] 


DISPLAY TABLE 


blackboard 
cupboard 


UTILITY SPACE 
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teacher's. more subjective judgement concerning isolated and re- 
jected children in the group, particularly at secondary level.?? 

The time-tables (figs. 6 and 7 may help to indicate the pro- 
gramme pursued by the class each day. Fig. 6 shows times when 
the special class is not taken by its own teacher, he/she being released 
to do other forms of remedial work. Fig. 7, on page 170 indicates the 


kind of activities operating at other times. 


HANDICRAFTS & 
DOMESTIC SCIENCE 


Dio. : ro 73. its be 
Looking at the second of the two time-tables (fig. 7). 1 should 


Stressed that there is no need at all to follow the set programme 
Slavishly from week to week. When the occasion arises the whol 
day can be used for quite different purposes, seizing the opportunity 
n develop some immediate interest. However, having a MM 
Programme Set out at least does provide a firm basis from which 


One ¢; n " á e chance to 
b “Can work for most of the time without loosing the char 
c flexible. 


Sockets for es 


‘adphones. B- typewriter. C— tape recorde jual work 
? x F e€— — i adua s 
ens to provide four quiet spaces for indiv id enc is kept lockers 
` are flat, formica-top units. Pupils’ personal Sd t» Tho special class for 
1 1 m i is used by x 
3 pprox: Y Space outside the ri The room is usc 3 ial gr 
"ud s c room. imes for remedial group 
y imately 24 periods per week. It is also used at other times for re pie co 
) " is als z ili classes at any E 
nselling. It is not used by larger mixed-ability cla 


, àrdbo, 
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language topic work/environmental studies 
activities (usually out) 


number. 1 4 


science! drama and !. activities 


ARTE. | M 1 mime | 


language or 


number groups. 


topi 
artforsome epie work 


1 
numberGpA , numberGpB 
language.Gp B' language.GpA| 


free activities. hobbies etc 
TV club and also consolidation of topic 
followup work,displays etc 


Language activities shown on the time-table should involve time spent 
in talking, reading and writing. The discussion and writing can be 
very much concerned with the project work, s, team teaching 
themes and so on shown at other points on the time-table. 

As a rule it is valuable to take a special class out from school 
at least once cach week. Maximum use can be made of the environ- 
ment within easy walking distance from the school to stimulate 
interest and to provide meaningful reasons for writing reports, ques- 


tionnaires, etc. : 
Again looking at the time-table, Art would sometimes be taken 
as a lesson with the whole class; but at other times it does present , 


an opportunity for some children to get on with minimum supcr 
vision while the teacher sits down to work with a group on number 
skills or language activities (see Tuesday, Wednesday and Thursday 
on the time-table). 

Perhaps Free activities requires some explanation. This is a PN 
when children are able to complete unfinished work, to use teaching 
machine assignments, to listen to pre-recorded stories on tape OF E 
work individually with the teacher. When this is part. of the estab- 
lished pattern within the week children do not freely decide to do ' 


nothing. 
, le 
The sections marked with a heavy black line on the time-t# r 
. B sei E s B 
indicate times when group work was used to the full, and the teac? 


was able to circulate and work with groups or individuals. 
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. The fact that story appears only on Friday afternoon does not 
imply that a special class should only be read to once a week. A 
class like this needs to be read to frequently. But in this particular 
class, having had a very busy and active Friday afternoon, a story 
was a suitable and quiet way to end the week, and it became the 
established pattern. 

Much use of display needs to be made in the classroom— models, 
pictures, maths charts and written work. The fact that the classroom 
Is not used by other larger classes means that such work does not 


get damaged or defaced. 


A suggested list of equipment, apparatus and materials for a special class 


EQUIPMENT 

] tape recorder; 6 sets of headphones with extension lead and junc- 
tion box; | typewriter; | record player; 2 linear teaching machines; 
l fish tank; 2 cages; | vivarium; tv set; woodwork bench or craft 


table; bookshelves. 


TOOLS 
l Coping saw; l rip saw; 2 tenon saws; 2 hammers; ] pr pliers; 
l large, | small screwdriver; | rasp; 


l pr pincers; 1 pr tin-snips; jbol 
nuts/bolts; 


l hand drill and bits; 2 wood chisels; nails, screws, 
sandpaper; paint brushes 1”, 13^, 2"; houschold paint. 


ART MATERIALS 

a Paper; kitchen paper; 
nt: x i ' "an 
NG; poster colours; craft knives; paint brushes (vari 


elt; diues cess ` " ` 
7765 Scissors; modelling clay; paste; glue; pms; balsa woodi 


Ong; 
Barm stapler, 


coloured gummed papers; powder 
ous); coloured 


F 

20 REFERENCE 
Copi . 3 
Stre Mes of street plan of the neighbourhood; | copy of Alo 4 
map of the district; bus 


. trec a M = 
Ome. tori; 3 copies of Ordnance Survey 


tables: train time-tables; 44 Handbook; telephone directory. 
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The group reading lesson 


In both the special class situation and the remedial reading group 
setting it is best if some systematic and planned approach is used 
for the teaching of reading. Indeed, if any use at all is to be made 
of chapters 7 to 12 of this book it is essential that the reading 
session be structured carefully. The diagram (fig. 8) summarises the 


use of a 30-40 minute period for reading and language skills. 


Fig. 8 
GROUP A 
Word study working with the 
teacher at the blackboard (5-10 
mins) 


GROUP F 
One or two pupils working on 
individualised language-experi- 
ence books with intermittent 
help from the teacher (20 mins) 


GROUP E 


GROUP B 
Smallgroupofchildrenat rough- 
ly same reading level carrying 
out ‘group reading’, taking turns. 
practising the skill | 15 mins 


\ 


GROUP C 
The more capable readers read- 
ing for meaning using assign- 
ment sheets and reference books, 
or SRA Laboratory or Ward Lock 
Workshop (30 mins) 


| 


GROUP D 


Table top word games from ———— Up to four pupils listening te 


Stott’s Ait (10-15 mins) 


tape recorded material for com- 
prehension from worksheets (15 
mins) 


Interchange will take place between groups A, B, D, E—not 


using the same blackboard material, word games, comprehens 


jon 


work or reading books but a change of activity from one kind 


to another. 


Ten to fifteen minutes per lesson will also be spent in discussion 
with the teacher or with training in listening skills (including 
listening to a story read or told by the teacher for the children $ 
enjoyment). Within a week a child should have partaken of at least 


four different activities in addition to time spent in actually T 


ing to the teacher. 


"Teachers using this form of organisation for the first tim 


ead- 


e would 


do well to begin by splitting the class into only two sections for 
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a while, then gradually increasing the number of groups and the 

range of activities. It will be necessary to use the established pattern 

fairly regularly once it is accepted, otherwise the pupils will never 

ted acquire the correct work habits and take too long to settle 
own. 


Suggestions for further study 


(a) Do you feel that the pattern of organisation in your own school 
is suitable for meeting the needs of your least able pupils? If not, 
how would you wish to change it? 

(b) Should a Special Educaiion Department, particularly at secon- 


dary level, have its own base and resources? 
ork with slow learners what type of 


(c) In appointing staff for w 
teacher with what sort of specialisms should the head teacher be 


seeking? 

(d) What is the biggest single obstacle to the efficient provision of 
special educational help in your school? How might it be over- 
come? 

(e) If one had to present to the headmaster a list of planning pri- 
orities for the least able pupils in the school, what would go 
on to the list? 

(f) How might career prospects be improved for teache 
specialise in remedial education? 


rs wishing to 
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Appendices 


APPENDIX 1 


Number vocabulary 

Many slow learners experience added difficulties. in understanding 
number work and mathematics because they do not fully understand 
some of the words which the teacher uses in explaining situations, 
posing problems, or asking questions. The following list contains 
words which are frequently used by teachers. Ifa child is experiencing 
very marked difficulties it is necessary to check his/her understanding 
of these words, over a period of time, using concrete situations as 
far as possible to prove understanding (or lack of it). 


QUANTITY and NUMBER 


all same most none large less than couple 

another different least smaller larger share sort 

altogether enough other smallest largest double set 

amount many small big much twice group 

cach more few bigger several single MSIE i 

equal more than little biggest less pair half (halve) 

answer 

LENGTH and MEASUREMENT : 

length middle deep high shallow . 

measure centre thick low long far 

width height thin narrow longer ... (est) corner 

nerag equal tall..est wide edge straight 

distance depth short..est — broad linc side 

VOLUME and WEIGHT . T i 
eavy heaviest light lightest weight empty full alance equal 

TIME 

days of the week P 

week minute cend year day fortnight month hour 

Ay yesterday tomorrow morning afternoon evening night so 

always fast slow slowly quickly speed late cany 
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SPACE, FORM, AREA 

shape size straight round flat square piece part strip line 
circle across cross corner point angle curve curved edge 
triangle diamond pattern cover surface 


NOTATION 

figure once makes left odd cven 
number twice take equals add 

take away three times from tens hundreds 
MONEY 

buy cash cost sell coin worth spend change 

cheap save price earn wages pay expensive names of coins 
POSITION 

Ordinal values (first, second, etc.) last final middle 
between behind in front beside under over 
next start finish end above below 
before outside inside forward backwards left 
right into next but one near. far close 
Tow column after up down sloping 


APPENDIX 2 


Revised norms for the Vernon revision of the Burt Graded Ward 
Reading Test (1972) 


READING AGE (Months) 


(Years) 


—-oO6wco-ou 


R ; " 

i os here by kind permission of E. Shearer, Senior Educa- 

» vendit Cheshire County Council, these norms are base 
esults from over 6000 children providing a representative sample- 


[n3 
N 
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APPENDIX 4 


Sources of test material 


A.C.E.R., Frederick Street, Hawthorn, Victoria, Australia. 

Chatto & Windus Ltd, 42 William IV Street, London, W. C. 2. 
Education Evaluation Enterprises, Queen Anne House, Queen 
Square, Bristol, BS] 4AE. 

Ginn & Co. Ltd Test Services, Elsinore House, Buckingham Strect, 
Aylesbury, Bucks. 

Harrap & Co. Ltd, 182 High Holborn, London, W. C. 1. 
Heinemann Educational Ltd, 48 Charles Street, London, WIX 8AH. 
H. K. Lewis & Co., Gower Street, London, W. C. 1. 

Macmillan & Co. Ltd, Houndmills, Basingstoke. . 
D. V. Moseley, 294 Park Road, London, N8 8JY. Blending of 
phonemes, Discrimination of phonemes and P.O.P. Spatial tests. 

N.F.E.R. Test Agency, 2 Jennings Buildings, Thames Avenue, 
Windsor, Berks. 

Nelson & Sons Ltd, 36 Park Street, London, W1Y 4DE. 

Oliver & Boyd, Croythorn House, 23 Ravelston Terrace, Edinburgh, 
EH4 3TJ. 

Coral Richards, Brookside Cottage, Westbrook Street, Blewbury, 
Didcot, Berks. OX11 QAY. Tests of understanding the spoken word. 
University of London Press Ltd, Saint Paul’s House, Warwick Lane, 
London, EC4P 4AH. 


APPENDIX 5 


Books covering speech development and speech and artic- 
ulation training 
Batbwis, G. (1967) Patterns of sound, London, Chartwell Press. 


Gopa, S. (1970) Articulation therapy and consonant. drill book, London 
and N.Y., Grune & Stratton. 


Hampson, M. ( 1969) Sounds and rhythm, 
Ginn. g 


Van Riper, C (1963) Sj A 225 
yt. 3) eech s Ed.) 
London, Constable.. Deech correction: principles and methods (Ath 


WiLLiAMs, R. (1962) Speech difficulties in childhood, London, Harrap: 
See also the journal e i 


British Journal of Di ication 
isorder. mmunication, 
Longman Group. of var co 


(3 books + manual), London, 
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Books covering the teaching of handwriting 


Incus, A. and Gipson, E. H. (1970) The teaching of handwriting, 
teacher's books and pupil's books for infant and junior levels, 
London, Nelson. 

RicHarpson, M. Writing and writing patterns, London, University of 
London Press. 

Precept shadow letter tracing sheets (R72), Matrix script letter guide and 
First and Second script writing books (R142-1 and 2), Philip & Tacey 
Ltd. 


Books covering the selection of materials for backward 
pupils 

ATKINSON, E. J. and Gams, C. W. (1973) An A-< of reading and 
subject books, NARE, from + Old Croft Road, Walton on the Hill 
Stafford. 

Books for your children from 14 Stoke Road, Guildford, Surrey. * 
Harr, J. and Ricuanmpsow, J. (1971) Books for the retarded reader, 


London, Ernest Benn. . . 
Lawson, K. S. (1968) Children's reading, Leeds Institute of Education, 


Pub. No. 8. — ; 1 
Moon, C. (1973) Individualised reading, Centre for Teaching Reading, 
University of Reading. ge l 
Mucrorp, L. (1970) The Mugford readability chart for assessing the 
difficulty of books, from L. Mugford, 14 The Parit, fafta, Landon 


W5. 
National Book League, Help in reading, 7 Albermarle St., London, 


W.. . 
Pascor, T. (1972) Books for illiterate adults and adolescents, available 


from the National Association for Remedial Education, or Association 


for Special Education, 
Putten, A. (1962) Words of pers 
Roor, B. (1973) Learning to read, Centre for 
University of Reading. 


uasion, Birmingham, Combridge Ltd. 
Teaching Reading, 


APPENDIX 6 


A selection of reading schemes and sets of books for less 


able pupils. 


Approximate reading age ranges for most of these can be obtained 


from the sources listed in Appendix S 


?, d z 
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INFANT/LOWER JUNIOR LEVEL 

Laugh and learn series, Tom Stacey. 

Royal road readers (first books), Chatto & Windus. 

Read to yourself, six books, Ginn. 

Early to read, and Racing to read, E. J. Arnold. 

JUNIOR LEVEL 

Varieties | and 2, six books, Macmillan. 

Griffin readers and Dragon stories, E. J. Arnold. 

Look out gang, six books, Gibson. 

Oxford colour reading books (early stages), O.U.P. 

Sound sense, 8 books, E. J. Arnold. 

Reading and doing workbooks, four books, Warne. 
JUNIOR/SECONDARY LEVEL 

Tim’s gang readers, six books, Hamish Hamilton. 

Carford readers, 8 books, Pergamon Press. 

Data reading scheme, Schofield & Sims. 

* Club 75, various titles, Macmillan. 

New age in reading, 4 pre-readers, followed by six parallel sets con- 
taining six books each, Edward Arnold. T 
* Rescue reading series, 18 books at three grade levels, together Ww! 
some supplementary materials, Ginn & Co. 

Far West readers, six books, Pergamon. 

SECONDARY LEVEL 


Inner ring series, two series with | 


; 2rnest Benn. 
2 books in cach, Ernest ! 
* Focus books, 


six titles, Blackie & Son. 
Crown Street kings, nine books, Macmillan. 
Tempo readers, ten books, Longm: 
Step up and read, phonic sch 
Instant readers, 10 books, H 
Programmed remedial reading, and Word control readers , for use ois 
Stillitron Teaching Aid, 

Teenage twelve, Gibson, 


an. 


eme for older pupils, U.L.P. 
einemann. 


$ ; 
Joan Tate readers, 18 titles, Heinemann. 
* : ^ 
JET books, Various titles, Jonathan Cape. 


pecs 
Particularly recommended for ‘reluctant’ readers, 


APPENDICES 
* 
Topliners, various titles, Macmillan "- 
iha. Ad 
* Trend books, various titles plus tezet S gerrr toi XV 


The Manxman, and Raft on the river, six books in each series, Dent. 


APPENDIX 7 
Sources for miscellaneous reading aids, games, machines, 
etc. 


Audio-Page (Ricoh Synchrofax), È. J. Arnold, Butterley Road, Leeds. 
Autobates teaching machine, Autobates Ltd, Whitestone House, Lutter- 
worth Road, Nuneaton. 

Bingley Tutor (teaching machine), E. J. Arnold, Leeds. 

Canterbury teaching machine, E.S.A., Harlow, Essex. 

Chip Club paperbacks, Scholastic Publications, 161 Fulham Road, 
London, SW3 6SW. <= 
English colour code programme for reading and spelling (D. Moseley), 
Senlac Systems Ltd., 48-52 Margaret Street, London, WI. 
Film-strips, recordings and books, Weston-Woods Studio, P.O. Box 2, 
Henley-on-Thames, Oxon. 

The Holt basic reading systems, London and New York, Holt, Rinehart, 
& Winston. 

Languagemaster (machine), Bell & Howell Ltd, Alperton House, 
Bridgewater Road, Wembley, Middlesex. 

Pictogram reading system (L. Wendon), Pictogram Supplies, Barton, 
Cambridge. 

Reading by rainbow (E. & W. Bleasdale), Moor Platt Press, Horwich, 
Lancs. 

Reading routes, 120 individualised reading assignments, Longman 
Group Ltd. Harlow, Essex. 

Reading workshops 6—10 and 9-13, Ward Lock Educational, Baker 
Street, London WIM 2BB. 
Scott-Foresman reading system, 
Brighton, BN1 2RT. 

S.R.A. Laboratories (Reading, Listening, Language), 
Reading Road, Henley on Thames, Oxon. 
Stillitron teaching aid, Stillit Book Co., 72 New 
WI. 

Stott: Programmed reading kit, 
Edinburgh. 


Scott-Foresman, 32 West Street, 


S.R.A. Ltd. 
Bond Street, London 


Holmes-McDougall, Leith Walk, 
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Tapes, word games, card and worksheet materials, apparatus, Remedial 
Supply Co. Dixon Street, Wolverhampton. 

The way to work, kit comprising career booklets, word bank, facsimile 
forms etc. for less able school leavers, Macmillan, Basingstoke. 

The Webster classroom reading clinic (W. Kottmeyer), McGraw Hill, 
Maidenhead and New York. 

Wordmaster major game, Macdonald Educational, 49—50 Poland Street, 
London WIA. 


Useful booklets and pamphlets (not free) on all aspects of reading 
and materials from: (i) Centre for Teaching Reading, 29 Eastern 
Avenue, Reading. 
(ii) School Psychological Service of West Sussex, 
County Hall, Chichester. 


APPENDIX 8 


A séiection of useful number/mathematics schemes, work- 
cards, etc. 


Count and Colour and Countdown, Oliver & Boyd. 
First mathematics, six books, Chapman. 
First mathematics activity cards, Nelson. 
Focus mathematics, Pergamon Press. 
Fun with mathematics, Blackwell. 
Ground-work mathematics cards, Macmillan. 
Inner ring maths, Ernest Benn. 
Let's discover mathematics : Workshop 1, A & C. Black. 
Let’s explore mathematics, Black. 
Lets think about mathematics, Nelson. 
Living mathematics (metric & decimal), Cassell. 
Making mathematics, Oxford University Press. 
Making sure of maths, Holmes McDougall. 
Mathematical games and activities for first school, Chatto & Windus. 
Mathematics for schools, Level I (5—7yrs), Level II (7-12yrs), Addison- 
Wesley. i 
A natural approach to mathematics, Pergamon. 
New Oxford mathematics workcards, 
Number in mathematics, Macmillan. 
s meis rå a assignment cards, 
Tits; ni E chofield & Sims. 
in practical mathematics, Nelson. 


Oxford University Press. 


Longman. 
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Suppliers of mathematics apparatus 


E. J. Arnold, Butterley Street, Leeds 10. 

Cuisenaire Co. Ltd, 40 Silver Street, Reading. 

E.S.A., Pinnacles, Harlow, Essex. 

Galt & Co., P.O. Box 10, Cheadle, Cheshire. 

Invicta Plastics Ltd., Educational Aids Division, Oadby 
Metric-Aids Ltd. (Dryad), Swan Street, Leicester. 
Philip & Tacey Ltd., Fulham High Street, London. 
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n Leicester. 


Taskmaster Ltd., Clarendon Industrial Estate, Leicester. 
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